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SUMMARY

The present investigation was designed to study the
socio=economically disadveniaged c¢hild end his levels of
s¢chool achievemeni, as rclated to tihe intern:zl versus
external control of positive and ncegative rcinforcements
personality constructs, clessrooin wehavior and parental
attitudes concerning clossrooir tichevior and school
achievuiments Provious rcscarch dindicates that among
children o colle froin lower-oconoimic, socially ime
poverished circwastances, ticere is a high proportion
of sclool failure, reading and learning disabilities,
and 1life adjustment problems. Nevertheloss, there are
many children.who are o clasesiiied who scpre wiviin
the normal range or a.ove on suchh tosts, do well in
school, and eppesr to be hinly wotivated towerd zchiev-
ing well-defined goalse The prescnt rescarch represents
an atteupt to study further soime of the variables that
should acsist in thé understanding oi the “adcquate.
achiever" in this culturally disadventa;ed group.

The sample of this study consisted of S0 matched
pairs of eighth grade Hlack boys zid ;irls, selected
Iron schools defined as poveriy schools under Title.I,
Elementary and Secondary uducation ..ct of 1965, All
subjects had intelligcnce uotients bLotween 90 - 109,
as measured by the Lorge-Thorndike Intelligence Test.
One meitber of eachh pair was catasorized in either
Group 4 or Growp B, based upon iiis score on the Iowa
Basic Skills schieveuent Teste Group A (Adequate
Achievers) contained students whose projected come
posite achicvenient scores were 9,2 or hetter; while
Group B (Underaciievers) contained stucents wiose
projected cowposite cchievement scores irere Tel or
below. .

Two measures of the internal versus external
control of reinforcemchts personslity dimension, the
Intellectual uchievement Regponsibility (IAR) Questione
naire, gnd tie Children! s Jicture Test of Internale
Lxternal Control, (Battle I-E), vere administered to
each student, :un index of classroou Lehavior, attie
tuwdes and perioriiance was esteblisined by convarting
whe couwbined totals from cach of tio teachers'! retings
into a single coiposite score. Information regarding -
mothers! attitudes and reactions were obtained. from
responses to  the Intellectual Achievement section of
the Research Instityte Questionnaire snd Rating Seales;
and by personal interviews of mothers in the homes of
subjects,- - , : -
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analysis o data revesled the finding that Group i
subjects (Adequate Lchievers) tended to be more internal
for both intellectual achievements, (as measured by the
TiR), and in wore general situstions, (as measured by
the Battle I-E), than were Group B subjects (Under-
achievers). uiien boys and girls were- considered separ-
ately, Group 4 girls were found to be siznificantly wmore
internal in both intellectual achievement and in more
zeneral situations than Group B girls, Group A tors
were revealed to be more internal than Growp B toys in
intellectual situations, but no signiiicant difference
wvas found between Group :. toys and -Group B boys in more
general sivuations., .nalysis of sex ¢ilferences re-
vealed no significant ciiference between Group A boys
and Group A girls on this varicule; while CGroup B
boys were found to be significantly sore internal than
were Group B girls.

When positive reinforceient (I/) and negative
reinforcement (I~) werc considered Group A girls were
found to be sizniiicantly wore internal in both verie
ables than wore Group B girls; wiiile a couparable signi-
ficant difference was found betuween Group 4 and Group B
boys only for internal control of positive reinforce-
ments No significant difference was found between
Group A aixd Group B boys for negative reinforcement.

ig expected, Group A subjects were rated sighie-
ficantly. higher by teachers in classroom hLehaviors and
atvitudes and personclity charactdéristics than were
Group B subjects. tinen sex differences were analysed,
girls in both Group A and Group B were consistently
evaluated by teachers «s displeying less deviant bee
havior than were boys in Group % and Group B.

The mothers of Group 4 subjiects were found to
give significantly iore total responses than did the
mothers of Group B subjects; and the wmothers of girls
were Jound to be significantly ..ore responsive than
were mothers of boys. f4nalysis of data also indicated
that mot:ers of Group B subjects gave significantly
more negabive responscs as first responses than did
wothers of CGroup i subjecis. '

Resgponses to yucctionnaires revealed that mothers
of Group & subjects tended to rate their children as iore
competent, and also tended to state “hat they were more
satisfied with tieir children's academic achievement,
tuan did mothers of QGroup B subjects. o significant
diiferences were revcaled bhetween mothers in either
group in the winimal standards t.at they set for there
children nor in the importance they atioributed to their
children reaching high intellcctusl and academic goals,
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iothers in both grouns tended to set nigh minimal
standards and to hold hipu attainment value for their
children in tue intellectuol arca,

Data concernin:; responses to personal interview
questions indicated few significant diiferences between
tie mothers of Group & and Group B subjects. The
notherss of boys in Group & wanifested significantly
more satisfaction concernin; toeir citildrent's gcademic-
inbellectupl crhievement tiwn did the mother's of the
boys in Group B, but no comparable significant differ~
erces were mund for uae mothers of Group 4 and (k'oup B
giris.

- nanalysis concerning sex differences indicated
that tho mether's of girls tended to have nigher levels
of expectations, higher degree of satisfaction with
their daughter's acoompl"' simznts, and higher miniincl
standards-in the academic erea, than did the iothers
of the boys.

Results from this investigation support previous
research which suggest that a beliel in self-responsi-
bility constitutes a motivationcl influence upon achievew
ment performances., Thus the child viio fcels thet he,
-ratiaer t.an soueone else, is rocsponsible for his suc-
-cesses-and Tailures cppcars to show yreater initictive
in sevking. higher ;rades; intellectual, rewards, a nd
teacihcr apyroval, Underachievers wey develop nore exe
tremc external attivudes t.an atequate achievers as a
defensive rsacbion to perceived reduced opportunitics
and choices ror ihtellectual oand academic reuards.

The data suggest tnat a girlts .elief that she is
responsivle for both .successes and failures which
- eventuated from her intellectual achievament efforts
may constitute a greater incentive to .acudenic achieve-

- ment than-a similar ordcntatvion in the case of bLoyse

- Hlack boys in this particular sccio-economically dis-

- advantaged group apuear to Le more sxternclly oriented
concerning successes and failures in intellcctual-.
académic situctions. £11 boys in this sample mey tend
to .see their world with some degree. of anomie; and theiie
selves as.naving little conirol over their:destinies..
under such conditions. Thus, for Black boys, externali-
zation might. be both an adaustation and a reaction fo.

a rccl siftuation in waich they perceive the 1mprobabllity
of successfully atiaining scihiievencnt standards set by
a poverful, external cntity.
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In siore general situations, ajain, the culiure
appears to wec wasically wie swuts ior both ede,ucte
acaieving wno undcracaieving Lors.,  But under these
coiditbions, widicit cuizieviil, ovs ere morc internsl
than undcrachicving firls, The _cnersl culbtural
pressure ior voys to take more responsibilivy for the
consequencss of tiuelr own scbions than _iric in “real
life" circumstences, i, it be indiceved by e a ove
finding.

The fact that wotiers of low acilevers ap,ear
to respoid in a uore ne obive nwilnes to tueir children
in sitnctions releved vo intellectual achievencnt and -
acade:tic acvivities, suggcsts that parunts whose
relationships wwivh their children ers punitive, re-
jecting end criticel arc uors likely wo Zeoster oneir
cuildren's belicd in exteincl control then are the
pareints Wio lzintoin . wor. supporvive, positive re-
ictionship with their cuildren, Taus, tiwreateiling
interactions .sitween mothers end thoeir coildren mey
help promotec feelings o: inudeyurcy =ind insecurivuy,
ard vlus discours:.e biwil frow assumin: credit Cor
tneir successes nd failures,

dew significant diiferences wer revealed Letveen
the wothers of underachivvers snd e -obhers of adecvate
achiievers in the responses «iven in the personal ntere
view sivuations, .hile tine wothers of girls tended to
hold hizuaer minimal standerds snd expectancy values, and
to be nore satisfied with evidence of achievemscnt t..an
were the mothers of boys; end tie sothers of adecuate
achievers appeared to be ncXs satisfied with academic
acitievcient levels than were the nothers oi underachievers;
new other diificrenccs were owtoincd. In all other areas
the mothers oi all oif the subjecte in this socio=academic
wroup appearcd to we more satisiied with sccadenic achicvee
mont levels thean were the mothers of uinderachievers; few
otier differences were obtcined. In all other arcas the
rotuers oi all ol the subjcctt in this particuler socioe
cconoitically discdvanveged grou) gppeared to give rela
tively tihe saie tyes of answers to questions posed to
bitem in e interview setting., DNither these parents
are in Isct 0ot different in their attitudes toirard
their ciaildren's academic-~intellectual accomplisluments;
might be less willing to ,ive honest sncwers concerning
these diiferences in an interview situation; and/or

“interview responses wight not be significantly related

to internalityw=eicternality,

The overell findings in this investigation lends
additional support o the construct validity of the internale
external control variabillc as a generslized personality con-
stiruct.
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Chapter 1 - Introduction end
rackground Inrorwation for Study

A, Probleus &nd ObJectives

The extension &nd deuocratization of opportunity for’
individuel achievesient, regardless of edventitious circum-
stances oi rzce, color,. &nd creed, cintinue to remsin magjor
factors in the retionsle for publicrly supported schools.
the derocr:tic idezl deuands that the educatiosnsl systen. strive
to provide &n education for 100 of the school-zge children.

Thls inveriably mefns that efforts will ve made to educate the
erotionslly unstsble,,the physicelly hendicapped, the unnotivated,
hostile ard unwilling, #nd tudse less able to cope with the school
culture an: its expectations. “hus, the necessity of speciclly |
adapted curriculum, uethods r#nd guidence to ¢ ccouodeote the
special problews of tae sncizl devient is incressingly recog-
nized 2s a wsJor educationzl and socizl t&sk.

It is generally recognized that we heéve not rescned these
educationzl gorls. &an ever increasing body of research over
the pest few decades his uade it clear thrt the utilization or
educationzl opportunities tend to follow, to o large degree,
the lines or stratirication oI the social systewm of oup society.
Yiuere seews to be ¢ direct correlation betueen socio-economic’
position &nd academic achievewent; with poor ¢cadeaic zchieve-
uient per51st1nD as & socio 1 probles in the lower socio-gconouic
group. A.on,, cuildren VHD COwi€ ILOu LOWET econowic, socially
iwpoverished circuustinces, there is ¢ higu proportion or ‘'school
railure, school droy-outs, re:ding ¢nd learning dis{bilities, as
vell as lire adyustuent provlews. Yrus, these chiildren not only
grov up poorly eyuipped acadevicslly, but ©#lsv the erfectiveness
of tiie school. #s 2 wayor o)ClalthLlOA institution is diuvinished.
e T&Ct that this save seguent oI the population cantrlbutes
disproportivnetely to tie delinguency zndG other s,¢isl deéviancy
statistics adds to the urgency o>r developing preventive educa-
tional procedures. '

There are weny children “ho, ¢lthough tne o come fro.
lover-class, economicrlly and sacially dlsadvcnta ed circuu-~
stences, do vell in school, Lecowe interested in pursuing,
higher eduCytlan, tnd sppear to be highly :otivated tO\Prds
reaching well-defined goals. Why? ho 2re these students?
In whet weys are their home ond school experience @if ferent .
erL the home 2nd school experiences ot those children who
do not do so well in school? 1Is there a difference in the
self-esteen of these children; the aspirations of their par-
ents for thew, level of .orale; structure oI the fawily, or
ego developrent? )



One or the most coupelling arguuents rfor providing ttie
werliuw eaqucetion: 1 advantages ror ¢11 iv.ericen children,
regerdless of their socisl, economic, n&tiontl or racicl beock=-
ground, is the fact that some students, even frow the wmost
disadvintaged hotes, have successrul scliool experiences. 1f
we could deteruine wnat rrctors contribute to the obsérved
foct thet some children who are classified as socially snd econoui-~
cally disadvantéged eifectively use their intellectual potentiels
Tor acadeuic advanceuent, while others so classified are not
successful in this aspect of life, education would be in & better
position to use such knowledge to provide more effective training
and specificrlly directed rotive tional ecucation efforts.

The present study was an atteupt to isolrte and study the
interrelationships between certain verisbles vhicu way differen=~
tiate between, &#nd provide a better understsnding of, iue
"zdeguate achiever" and the "underachiever" in this low income,
Black population.
ed?

B, VWho 4re the Socio-liconouicallv Disadvante

The socio-economically disadvantaged youth is not exclu-
sively & ueuber of aay particular racial, regioncl, occupa=
tional, or.behaviorsl group. A&ltaouglh: they have congregated
st noticesbly in the big cities, the disadvantaged are ac-
tually widely distributed in tne U, S., being present in all
except the very nigh incowe cownuunities. In racizl and etnnic
teriis, the disadvantaged groups are about evenly divided be-
twveen whites and non-whites; naxing up 15% or tue adult popu~
lation, end approxiwately 20 of the cuild population. hccor-
ding to navighurst (1v65) trne socio-economicell, disadventaged
group consists of the roliowing ethnic &nd social groups:

1., iHegroes frou the rural South who have nigrated
recently to the Northern industrial cities.

2. UWhites frow the rur:l South @nd the Soutlhiern
nountains who have uigrated recently to the dorth-
ern industrial cities.

3. Puerto Kicans who heve unigreted to a few Northern

. industrial cities.

L, texicens with # rursl background vho have wigreted
into the Viest and .idwvest. " o

5. Luropean imuigrents with & rurtl beckeround, from
Eastern and Southern Lurope. '

These five groups are at the bottdm 2f tiie Americen society in
terns oI incoue; and tiey surffer f1om socicl and econouic dis-
criwinetion at the hands. of the wajority of the society.

In terms of certsin femily cherscteristics which relate
directly to the child, the socially dissdventeged child is
1ore likely to come frox a family lecking in concern about
readiny, education, stiusulating couversation, and good school

o achievement {(Bernstein, 1961).
ERIC 5
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In terms of personal characteristics, wiessman (1962) belires
wiat the disadvancaged students tend to be:

physical &nd visual ratuer torn aural;
content-centered rather then Iorm-centered;
externslly oriented rather that introspective;
problem centered rather then abstract centered;
spaticl rather than temporal;
inductive rather then deductive; =~~~ T 7
slow, careful, watient r»ther than gquick, fecile,
and clever;
8. oriented to sction and goues rather taan tests;
v. -expressive rathier tnen instrumental; :
10, .one-treck thinkers rsther than 11ex1ble, -
- 11, action oriented in verbel ume tters rather than-
word-bound. .

~N AN\t W

The term Yeducstionally deprlved children® hes been
’efined ander Title I, hlewmentary and Secondrry hducetion Act

af 1965, as:

‘esethdse children who have need ror special educa-
tional assistance in order tnat their level of.edu-
cational attainment way be raised to that appropriate.
for children of tneir age. Tne terw includes children.
vho are handicapped, w.hose needs Ior such special
educational assistance result rrou poverty, neglect,
delinguency, or cultural or Lligguistic isolation rrou
the coummunity at large, :

Tuis same U, S. governuent regulation recuires that projects

- be designed to :éet tiie needs of educationally deprived ciild-
ton Living in school zttendance arees with high concentrstion
oT ‘children frowm low-incowe fawmilies or those. areas wnere the
~>ncentration of such children is as high as, or higher than,
the average concentretion for tne cistrict as a wvhole, '

Some locel sdueetional rgencies often use the Office.

~- ‘heonoaic Opportunity poverty gaideline (1964) of $2000

~s the family income for two persons, and $500 for each ade
.ditional uietiber vhen apnlying ror grants. However, income

Aata were not essily svailrble, znd/or where out-of-date for

2is Midwestern Public School District. Therefore, for schools

*2 be designated as "poverty schools," the number or children

" roz low~incouwe Temilies were estimated on the.basis of the
number of such ch.ldrea wiao are in fruilies rece1v1ng Aid to
Farilies with Dependent Ghlldren, {AFDC),

AN Rev1sed Crlterla Ior the Approvrl of Title I, X.S.h. A.,
Title I Program Guide #uu .

O
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For the purposes of this study, cnildren selected will
be registered in schools identiiied by the Bosrd of kducation
of St. Louls for prrticipation in Titlel activities on the
basis of educational dericiency and need T'or special services
as cited in che above mentioned regulatlons.

e
i

C. 3Brief Heview oi Helated Literature

The internal versus external control of reinforcement
construct distributes individuals according to the degree to
which they e#ccept personal responsibility i1or what havpens to
thenm, in contrest to the attribution of responsibility to forces
outside of thier control. This construct, 2s conceptualized
in Hotter's social learning theory (Kotter, 1l954), is a gener-
alized expectancy operating across a large number of situations
vhich relates to vhether or not the individual possesse¢s or
lacks power over vhet heppens to nim. - People wiio usually see
the reinforcements thiey receive as caused by their own instru-
mental behsviors have been terwed"internals", "ixternals"
are those people vho believe thet their reinforcesients are
caused by agents or forces outside tuewselves over which.they
heve no control., The internsl contiol dimension distributes
individuals according to the degree to vhich they @ccept per-
sonal responsibility for wheat happens to tnew. “he external
control dinension distributes individuals according to the
degree to whici t.ey attribute causality to ¢ny nuawber or forces
suchi &8 chance, Tote, supernatural powers, &n inability to
understand the world, the influence of other people, task
characteristics, or couwplex social #nd politic:l processes,

Many experiuents &nd studies have been pefformed, lend~
ing ewmpirical evidence to support this interpretation of tie
generalized expectﬁncy Ior internal versus external control of
relnforcement. :

rhares (1$57. 1962), James and Kotter (1958), Jawes (19Y57),
Hotter, Liverant, and Crowne (1961), holden und hotter (1y62),
Blackman (1962), et ‘al, heve shown that the growth and extine-
tion of expectancies for reward vary n»redictably under different
experigental conditions if the tasks are perceived by S as chance.
luck, or expeéririenter-controlled rather than as a matter of
personal Sklll .

-
.

Several studiéE of the relationship between internzl
versus external orientation and other personality variables
report signifiecent dirferénces between "Internsls" and “bx~
ternals"., Differentiel findings were obtained on factors
such -as--how-much -useful--information they had.acouired .about
the situations they were in (Sceman and kvans, 1962; Seemzn,
1963); the ‘extent to which they preferred to have otheérs con-
trol situations tuiey were in a&s opposed to being able to be-
have autonomously, {(Cromwell, Rosenthal, Shakow, and zahn, 1961;

N
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Kotter and rulry, lYyH65; watson &nd baumel, 1,67; feather,
1y67; Julian and autz, 1968; ¢nd tne extent to 'nicn they
denied disabilities, (Lipp, aolstoe, James, end mandall, 1¥68),

Further resezrch indicates that externals tend to be
more maladjusted than internals, (Hersch «nd Scheibe, 1967);
externals tend to be less effective working in & situation
calling for attitudes tnat denote seli-conficence that they
could succeed at a given task, (Cromwvell, Hosenthal, Shakov,
&nd Zahn, 1961); externals tend to be more easily influenced
and hi ve less influence on others then internal individuals,
(Phares, 1y65); external individuals tend to #pprosch obsta-
cles in an intrzpunitive wménner, while internals more often
tend to seek constructive solutions to Droblems (Butter—

field, 1964); external individuals tend to menifest grester,

and more en:eebllng anxiety than internsl” individuals, (Watson,
1467.; .Tolor and ‘keznikoff, 1v67);.&nd externals tend to rate
their perents 2s hrving been umore authoritarian and reJectlng
then do .individurls judged to be 1nternally orlented (Tolor
and Telowiec, l968), L : .;.-'

Ot:er studies have been devoted to an exploration of
theinteraction of class ond etunic group with tuLe.verson-
alit; variable internal versus external control of relnzorce-
wents. Graves and Jessor (1y6l), Jessor et al (1967) adoptéd '
the I - & Scale for hign school students &nd studied ethnic |
differences-in &n isolated tri-etimnic coumunity. Consistent .-
with-their predictions, they round wnites to be most internal,
followed by Spanish Auericans, and that Indians were wmdst. ex-
ternal in attitudes. o

. £ o ,: .

#ranklin (1963).found a significant positive relation-
Shlp between higher soc1al econouic class and internality.

battle and hottel \1963) studled a genexallaed expec-
tancy for internel versus externsl control of reinforceuent
in Negro and Y“wuite 6th and 8th grade school children. 4 ,
portion- uf the study was devoted to developing the projective |
test off intern:.l vs. external iocus or control for children
which will be used in the present investigaﬁipn.) Major
findings included: : . . o

1, The inter:zction Of social class and ethnic group
=i was highly related to internsl-external contiol
o - attitudes, with: middle-clsass. children in general
significantly uore internel than lower-class;
vhile lower-class negroes were significantly
rore externol than iiiddle~class Negroes or Uhites.

;'2{ The flndlng that lower-class liegroes with high IQ‘

vt were more externdl than middle-class whites with

lover IQ's might suggest that brighter lower~class
Negroes mey develop extreme externsl attitudes as
2 defense reaction to perceived reduced choices
for external or usterizl rewards.

5
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welcourt and wadwig (1¥65) found that:segroes would score
doré externally tnan whites on the I-x Scale; and that they
would perrori on an acihievement task in 2 v nner reflecting
grecter expectancy ror external control ox reverd than wvould
a CJ&@:Tcth& wnlte group of subjects.

Gore and hotter (1Y63), and Strickland (1¥65) fouad
siuniTicent differences within the Wegro population in in-
ternal-external orientation; and tuat the difference could
be related to the tyve and degree of comuitment behavior to
eIfect social chonge; with tlhe most extern®#l subjects being
less willing to becure involved in social action. "

D, Parental Lttitudes and Lducationﬂl'Aspirétions

Directly releted to the research proposed in tais study
ore the Tindings of several investigators concerning thé re-
lationship between parentsl attitudes and roles and how they
affect children's schieveiient behaviors #nd educetionsl as-
pirations.

. In several studies 2t the Fels sesearch Institute (Cren-
dall, Dewey, natkovsky, rreston 1y64; natkovsky, Preston,
Crandﬁll 1564 Aatkovsky, Crandall, Good 1967) it was found
that both parents held vrlues Tor the intellectuzl achievement
of their children, particulerly their daughtiters, siwilar to
those wuicn tuey held for thewselves, There seeused, in gen~
eral, to be & trend for the parents, particularly parents of
the sex opposite to the child, to translate their own achieve-
went_attitudes into their behavior with tneir orfspring in a
manner‘con51stent with cultural stereotypes of sex roles.

_a8igovsky, et al, (1967) reported thet while girls wvhose
fathers were especi:lly affectionate and nurturant were less
prone to believe tnat thiey had caused tueir own riilures,
findings geherslly indicated ‘that parent behaviors charac-
terized as varm, praising, pxotectlve, and supportive, were
positively associated with children's beliefs in internal
control. Conversely, "negative” parental behaviors, such
as dominance, rejection, end criticzlity were negatively
associated with beliefs in internql control,

kesearch 1nd1cates that importent antecedents of chlld-
ren's beliefs that they cause the reinforcements they receive,
rather tiian someone or simething else, ey be Dund in parent
attltudes, benaviors, and in ‘the nature of" oarent-chlld rela-
tlonsblps. Beliefs in internal control have been shovn to be
well established during childhood and that tuey increzse-little
from the third througb the twelfth grodes, (Crandall AﬂtkOVSkJ,
and Crandall 1965, o



Chance (1965) has reported that matern¢l permissive~
ness, early independence treining, end wother's flexivility
of expectations for their children were significantly re-
lated to their son's beliefs in internal control; but no
significant relctions.vere found between those moternsl
veriables and deugater's beliefs; vhile Cromvwell (1963)
reported that sdult normel males who held externsl control
orientations perceived their mothers as protective,

The extensive report on Kcuelity of Iiducatiosnsl Oppor-
tunity published by the U. S. 0Office of kducation, (Colecon,
Ca:pbell, Hobson, ircPertland, r.ood, weinfeld, end York, 1966),
dewonstreotes tnat school achieveuent among children of minor-
ity groups is better predicted by this intern: 1-externsl
personality varisble then by any of the many other zttitu-
dinal, fawilial, school, and teacher veriables studied by
them.

O
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Chepter 11
Procedure

L. " method

h sauple consisted of 50 prirs of Bth grade Black
boys #nd girls selected from schools design: ted as Ypoverty"
schools by  this nidwestern City Doard of Education.

Socioeconomic status was Turtner determined on the
basis of the frther's and/or mother's cccupetion as given
on the ‘school cuuwtiuletive record. -These occupetions were.
categorized according to Lloyd Warner's classiricetion

“ (Warner, wmeeker, and hls, 194%). This classification wes

used as a control wvariable to insure that dependent vari-
cble differences wére not & function of differences in
socioeconomic factors.

Subjects were uwatched on the besis of cervain relevant
vi riables such as sex, zge, Tamily bacxground &nd number of
siblings. All subjects were vetvween the zges or LL &nd 16,
and had scored within tne noriasl rénge of intelligence on
the Lorge-Thorndixe Intelligence beale (worge-Thorndike Test,
1957. Doston: Houghton wmifflin Co.). (I('s between Y0 and
10y) “he measure ol acadeuiic competence euployed was the
Iovwa Tests of Basic Skills (IBS) (Iowa Tests of basic Skills,
Stzte University of Iowa, 19Y55. DBoston: noughton Kifflin Co.).
Both were administered by the St. Louis Testing Service
vhen the student vas in the 7th grade. Scores rrom the above
two tests, resdily obteinable Ifrom the cumaulative records,
vere used to £ssign the students to Group A or to Group B,

One member of each peir wes pleced in either Group &
or Group B, based upon his or her score on the Iowa basis
Skills, Achievement Test. Group i (Adeouate schievers)
consisted of students 'hose »rojected scores would qualify
them Tor tne Trecu I level of educationsl achievewment.?
Group B (Underachievers) consisted of tnose siudents whose
projected scores guslified them for tae Track II1 educationsl
achievement level. ({(Treck II students were not used in this
study.

2. 'The board of hducation, using the rec.rds oi the State
Uffice of Wwelfare, deterwines the number oI children on
#id for Dependent Children in each school, and compsres
the perceatace in the city as a wnole. I the percentage
is equal to or greater than the city average, t.e school
is entitled to receive government funding through tue U. S.
Uffice of Lconowic uvpportunity. (1¥65).

3. The 3-Tracs flan: The Lublic School System of this wiid-
western city had instige ted & 3=Track flan for the secondary

8
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For the purpose of this study Reading and Arithmetic

..scores were combined to meke a composite score end pupils

were Placed in either Group 4 (ndequate rnchievers) or

- Group B (Underachievers). Tne IBS was given vhen students

were in the second seumester 0T the seventh grade year
Therefore 1.0 or one year was added to these scores in
order to make them couparaule to eignth grade scores and
to ascertain the potentiazl of these students as Bth grade
perforumers,

Group & (udeyuate iachievers) consisted of tnose stu-
dents vhose projected cowmposite scores were v¥.2 or aboye.
Group B (Underachievers) concisted of tnose students wnose
projected composite scores sere 7.1 or below., Track II
students whose projected cowposite scores were between 7.2
and Y.1 were n>t used in this study.

Two measures oI the internzl versus external control
of reinforcements diwension vere administered to each
student. The Intellectual ichievement nesponsibility (IAR)
qQuestionnaire (Crandall, natkovsky, e¢nd Crzndall, 1965)
was devised to @ssess beliefs in internal-externs:l respon-
sibility for reinforceuents exclusively in intellectual-
academic achievement tasks ard situalions. It consists of
34 forced--choice items, each of which poses one internal
and one external alternative as the reason for the occur-
rence of the event given in the item stewm. Since half the
items describe positive events and half describe negative
events, this scale was used to yield two separate subscores
for each student, one Tor belief in internal responsibility
for successes (If), the other for internrl responsibility
for falyures {I-~). 'The tw> I scores were also summed (Itot)
to provide a general index of internszl beliefs across in-
telléctual~academic relnxarcements of both a positive and a
negetive nature.

3. schools; Students entering high school were placed in
. .one of tine 3 tradks on the basis of the scores that they
had obtained on the Iowa Basic bkills Test, The "cutting
scores" which determined the track were:
Track I  Track II Track III

"Hegding 9.2 7.2 - 9.1 Dbelow 7.2
arithaétic y.2 | 7.2~ 9.1 below 7.2

Pupils entering high school were traciked in both read-
ing and mdtnematlcs, i.e., & pugll vno scored 6.9 on
the Lova Basic Skills Test in reading wa's placeéd in
Track III in knglish, and if he scored 7.5 on the -
Iowa basic Skills fest in hrithmetic, he was placed
in Trecik II in math, .
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he sccond test of internele-externel ordicntation
was & projective tasi, tas "Children's -iicturce Tost of
Intcernal-wxtern:l Control™, (Fattle, 1963). Un this sixe
item cartoon test the cnild stated "what he would sap' in
various "lifelike" situations walecu involved tne attribu-
tion of rusponsibility. Tho -taree of Mexternalivy", and a
nondiscriminevory widpoint. The hi her tue score, the more
external the oricntation.

woCh soudent Wes rated Ly Gio tecchers uith whom he
had cloce contocts in wnc past tWo years on classrooim bee-
havior, attitudec, and perforiwnce (Lincoln righ School,

-Graphic vtudent ovalustion Summary, 1967). .1 index of

Lhehavior and attitudes was estei.lished by converting the
coubined totale frow cacn of tne two reivings into a single
5COT'E. '

Studiaits rers renked according, to tne indox received
in tilcse arcas, 2ndé we srociation . chireen t..se ratiags
and otier variablcs incladed in this study was determined.

Une oi the aiins ox tuic invesiigetion was to investie=~
zate the relationshin Lictween parcnts! attitudes and reac-
tions and the developient oi young children's achievement
motivations and buhaviors. Informevion regarding the
parente! attitudes cnd roections were ohbtained througu
intervicws guestionnaircs, and Eating scales, developed
by the fels desearch Institute.

The parents were asked to rate his child's coupe-
tence in acadenic anuv-intellectual taslze in couwpirison
with otvher children his ege, using the Jzls desearch
Institute daving bealc in the Intellectuzl -rcae In
addition, the twelve yucstions concerning tic Invellec-
tual wrec of the Jels R scerch Instituve Parent draction
tmestionnaire were answered by tach parent.

Thie fourteen questions froii the I-tellectual ivea
of the & 1s R gearch Isstitube ¥ rent I %erview I, rogard=
ing ciildren's intellectual kehavior (G ndall, 1963) Were
administered in-a personal interview to further determine
tue attitudes of the mothers in this lower socioeconoiiic
group toward their children!: intellectual behavior. Deio=
grapiic characteristics concerning the iother such.as age,
incone, narital status, etc., were obtained during this
interview, i .spondges rire comnered Wwith other dava gather-
ed in the investigation.

L. T 1ls Research Inctitute, located on the campus of
sotioch G iiege, ¥ Llow S5 v nts, Oine Virpinia C,
Crandall, Divzctor. '
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Three cxgpericiiced intervicwere visited the lomes
of the surjects used in tihis study in an utbumpb to iso~-
late scime of the significany variables relaoted to parengal
attitudcs concerning intellectual-acadeiiic developient.
unly the responses of the mothcrs oi the subjccus involved
in this study wers anaLJs iBleven varisbles w.re con-
sidercd in vhis phaco of tno investigation.

rarcat's .. -vainment Voiue (LV) - Jerrad to the degree
of importance wirich Uie motiaer attached to her child'!s
achievenment periormance., 7T .. interviewers accertained a

rating wased on the iwother': —eport of her cdirect intev-
actlons witi thg child from which his uV Tor the child

m1ghb ‘be inferred. The nother ot the hl’n end of the
scale (i.e., a seven Trating) cxpressed a desire for her
ciild to suow intercst, participate, exinibit effort,
persistence and perfori: coupetently in a -iven arca of
achievemeite

The parcnt's expectaiicy (P=E) ~»r the child rc-
ferred to the general level of comg.etence a®v which the.
iobhor believed the caild to cnaracbcrlstlcall* able
to perform. T e rating vas Lased on the nother's sube
jective cvaluetion oi the child's comypetence.

The parent's ratisfaction-dissatisiaction (S=D)
with the child's achievement i:chavior referred to the
gener.l amount of satisfaction versus dissatisfaction
whicih the mother expressed regardin;, the child's pere
;ordancc in tile aciievement ares under consideration.
This variable. included the mother's exurissed. feelings
about the child's interest, participatioh, cifort and
competence. .. parcnt who received a seven reting was
one who reported experiencing freguent and stronsg
satisfaction frow his childs performence in many activie
ties in the achicvement area, while a parent rated one
indicated Ifrequent and strong dissatisfaction with meny
of his child's activitiecs.

T parent': minimel standards (¥S) /-~ his child
referred to tiue minimun level of competence on the part
of the child necessary to satisfy the parent, T. irf varie
able dealt with the level oi competence ..elow which the
child'y performance resulted in parental dlSSatlSiaCtlon

and above Uhlch lead to saulslacblon.

. PP

be Intererater reliability coefficientsand the inter-
view instrumnent used are given in & cendix I and II.

11
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Parental instigation (P=Il ) r-ferred to the degree
to whica the pareint avtempted to increase or decrease
the child!; parvicipotion in an achicvenent zrea. T =
£inal ratving was based on & coibination of judgments
concerning the degree oi parcntal doiinance and coersion
toir-ivt acdevement activities; the awmount of instigation
and cupiasis oin coupeteince,

Yarental particination (P=P) r.ferred o vhe extent
the sarent oarticipetes with the child in activities
representing an aciovcnent area, P rticipation was
rated froi state.cnts in .hich the wother indicated that
she irce actually involved in tiie same activity as the
cuild, & - . srate judmiknt was uade Jor frequency (F-P=P)
e for intensity (I~P-P) o7 the wmothens = —ticitation;
using & rflvewpoint scale ior cach.

Positive ;arental rcaction (P=P=R) :+ “urrad to the
amount of positive reactioits tue parent displayed to the
child regarding the child!s achievement behavior in a
given achievement aresa. I cluded were the parent's
rorotions Yo tile child!: “rterest, participation, effort
and competcnce, O rate ratings were nade concerning
the frequency (F=P=P=R) .G the intensity (I=P=i-R) ==
the uwother!: sitvive reaction to her child!'s achicves
went effort.

Wegative varcntal reaction (W=P=R) =:ferred to
the amount of negative rcactions the mother displayed
to tihe child rerarding the cnild? Jiievenment behavior
in & given acaievenont arca, which included tie wother'!s
vcactions to nler ciild!': interest, participation, effort
and coipetence. Fo.iovney (Feii=F-R) - intensity
(I=Ner=R) " 4nn g were mede separately, vith the finel
rating bacsed on coubinatvion of all these,

[ ]

i

" Be Safezuardss

"fhe following safeguerds vere instipated to insure
tue anonymity of subjects involved intiis study and the
confidentiality of their responses, as.well asto insure
their right of privacy and to climinate any adverse effects.
deve}oping fromtinris researca nroject.

1l Dewographic iniormetion was talen fro. classroom
records. Hemes, addressés, occupational information, ete,,
secured from tiis source will hot be published zs a result
of this study. Sueh information-was used to match sbue

. dents on-various-relevant variables in order to--foxm-the

necessary groups for this research.

12
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2,  Parents vere asked to sign forms granting their
child permission ©o participate in the study. These
forms gave explicit information concerning tie condi-
tions of the investigation; and, in addition, parents
were inrormned that taey could withdraw from whe project
at any time, o child was included in this study with-
out the signéd permission of the parent,

3. Tach student vas given a number and this number
was placed on each test, and on the- questionnaire and '
rating forims used by the parents. Thus, subjects were
listed by number, rathcr than by name, for snalysis of
data.

‘@, ilypotheses

The predictions of finaings included whe followings:

1. :sdequate achievers were expectsd to score nigher
in their peneral belici in taeir oim internal
control of events, i.c., would tend to percaive
eventsas ontingent upon their own Leasviors, which
would account for their btendency to make iors ad-
ecquate efforts at striving Jor achicvement. By
contrast, underachievers were ecpected to score
"higher in tic direction of external control, i.e.,
they would tend to have a generalized expectancy
that reinforceuents are not contingent upon their
own behaviors, and would tend not to feel responsie-
ble for their successes and consequently linmit
their efforts in achieveient directions,

2, The parente of adequate acirevers were expected
to show significantly higher concern for academic
achievement and for appropriate classroom behavior
than were the parents of underachievers,

3. In the iore refined anelysis or internal-external
control oi positive and negative reinforcements
respectively, it was predicted that those sul:jects
who believed tuat positive reinforcement was con-
tingent upon thcir own behesviors would Lo nore
active, striving and directed toward classroom
acideveilent and teacner approval of their behavior,
By contrast, tuose students who felt bthat positive
reinforcement was contingent vpon factors exbternal
to their own behavior would be expected to be uore
passive, depcndent, and unlikely to strive for
aciievenent for positive reinforcement,

he It was predicted that those students who felt taat
negative reinforceient was contingent upon their
. oun behavior would tend ®to inhibit and suppress
Q 13
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their behavior resulbting in negative reinforcc-
ment and would tend to be controlled and rela=
tively inhibited in the classrooun situation. By
contrast, the students with tic belief that nega-
tive reinforcciment Wos not conbingent upon their
own behavior would be much less likely to inhibit
acting out behavior in the classroom situation
and would bend to shoiw wore deviant over-zll be=
havior within tiat situation.

D, ©Statistical snslysis

Both non-paramctric statistical mocthods and para-~
metric statistical methods were used in the analysis of
data. The subjects in this study were not randomly sclecte
ed, nor were they draun fro.. what might be considered g
normally distribubted population. .

The Spearman Rank-Difference Correlationand the
Pearson Iroduct ticiicnt Correlation were used for all
measures of acsociabtion. The :silcoxon Liatched=-Fairs
Signed-lanks Test, x2, and t-test were emploved for all
assessments oi diffcerences between groups.

The nmidl hyothesis in thic research design was
that no difference would be found between the studenbs
in Group .. and the students in Group B in the person-
ality’ variables of internal versus exbernal control of
reinforcencnts, in classroom Lchavior, and in parental
attitudes concerning educational achieveiicnt, classroom
behavior, and intellectual cfforts, Througaout this
study the .05 level of significence was accepted as the
limit for tht rcjection of ti:e null hypothesis.
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Chapter ILI
Advits RESULTS

4, Intercorrelations Among the Predictor Variables:

Intercorrelations among the predictor variables were
computed, using the Spearman Rank Correlation Coefficient.
a 2eport oi intercorrelations awon; the predictor variables
are presented in Tables 1 and 2. There were sixteen pre-
dictor varisbles included in this portion of the study:
Battlel!s Children's Picture Test of Internal-External Control
of Reinforcement, (Battle I-E); Intellectual Achievement
Responsibility fmestionnaire (IAR-Total, Positive, and
Negative Scores); Teachers! Composite Positive Evaluation
Score, (TCPE); Adverse Deviant Behavior Score (ADBS)j
Mothers! Positive Reactivity (MPR); liothers' Negative
Reactivity (iNR); Hothers' Total Reactivity (Positive,
plus negative, MIRy); MHothers! Total Reactivity (Positive,
negative, plus neutral responseg, MIRp); Mothers! Negative
Response as First Response (ML /NR); Mothers'! Positive
Response as IMirst Response (ML FR); Hothers'! Rating of
C-mpatence, (R ~f C); kothers! Minimal Standards (MS); ..
~.“hers' Rating of Satisfaction (R of S5); and Mothers!®
attainment Value (#AV), Of the 120 correlations comprising
the intercorrelational matrix for these variables, 37 were
statistically significant at the .05 level, or less; with
25 of these significant at the Ol probability level.

This number is obviously better than chance.

First, as might beanticipated;-the ecorreldtion be« =~
twsen the two measures of internal-external control. expec-
tancies, (IAR and Battle I-lb), was highly. significant;

(1ho = =37, p = less than .Ol), and was similar to those
obtained in other research, (Bialer, 1961; Battle, 1963;
Rotter, 1966). The negative correlation is:-an'artifact ol
the . manner in which the internal-external:personality. con-
struct was scorede On the IAR Nuestionnaire the higher
the score the more internal the orientation; whereas on
the Battle I~E, a high score is indicative of externality.

Both the Positive IAR subscore and the Negative IAR
subsgores were significantly corielated with the Battle I-E
scoress (rho 2 =,32; =,28; regpectively; p.is less:than ,01),
This indicates that subjects who are internal concerning .
responsibility for both successes and failures in intellectuals
academic situations, tend also to be internal in.situations
outside the educational setting. .

© " The ¢orreldtiolis” between the nicasure of ‘interhale
external orientation in intellectual-academic situatiens,.
(1AR) and .teacher evaluations were highly significant.
Teachers' ratings on ten iteins selected from. the Lincoln
Iigh School Student ivaluation Form were. combined to obtain
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23



O

ERIC

Aruitoxt provided by Eic

the Teachers! Composite Positive uvaluation Score, .lence-
forth referred to as the ICFE., Itens sclected were Respoinsi-
bility, asttention, Cooperation, Interest, Seli=-Coiununication,
Participation, Leadership, ixotional otability, :pgressive-
ness, and Defensiveness, ‘el itts given each item ranged
from 1 to 5, with 1 indicating a low rating on the particular
charcteristics, and 5 considered as a rating of very iigh.
The weizhts were added Tor each with iggressiveness and
Defensiveness scored in the reverse direction. The scores
thus obtained from the two teachers agked to rate each child
were cosbbined to form the TCPE score.

Teachers! ratings on the five items selected from the

Lincoln High School Student ivaluation Form were coibined,

as explained, in order to obtain a score pertaining to "acting-
out" behavior. Items used to obtain the Deviant behavior Score,
henceforth called vhe DES score, were: Compliance, Aggresive=
ness, wiotional Stability, Politeness, and Social Concern.
Because those students who tended to score nigh in compliance,
emotional stability, politeness and social concern tended to
score low in aggressiveness cnd defensivenesss;, and vice=
versa, agiressiveness ond defensiveness were scored in the
reverse direction in order to obtain the DBS score. Tor
example, if a student was rated 5 in aggresseveness his

score was weighted as 1 for purposes of this study; if he

had Leen rated 2 in derensiviness his score was given a
weight of L, etc. Thus an obtained low score would indicate
high degrec of deviant behavior; while a high score wouwld

“indicate low manifestation of ‘deviant “behavior. — The scores

given to students by the two teachers were combined in order
to obtain a composite DBS score.

Teachers! Composite Positive Lvaluation Scores (TCFE)
vere significantly correlated with Teachers! Deviant Pe~
havior Scores, (DES)e (rho = 454, p is less than .OL).
Thus, subjects vho were rated by teachers as being more
responsible, attentive, interrested, etc., were also seen
as being iore emotionally stable, polite, and compliant
and less aggressive and defensive. Subjects rated high
in these areas also tended to be more internal in educa=
tional situationse (rho = ,195 and «21, p less than .05).
That is, adequate achievers who were nore internal tended
to be evaluated higher in positive classroom attitudes and
behavior, and personality characteristics than were the
more external subjects. However no correlation was found

6. (In a previous study, (Lincoln High School, 1967),
using 100 students, an interrater relianility coeffi~-
cient of .93 was obtained, Jior the present study
interrater reliability coefficients for schools 4,B,
C,D, and-E were found to be 9L, 493,96, +88, and 91
respectively. )
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between high teacher ratings in the areas noted above and
more "1lifelike" situations as imeasured by the Battle I-E.
Parents! evaluation of their children's competence in aca-
demic and intellectual tasks and the minimal standards that
they héld for their child's performance in school work was

" also significantly correlateds (rho = .29, p \§ less than ,01),
" Competence was also significantly associated witth the degree of

satisfaction that parents! felt concerning their child!s
achievement in the educational setting, (rho = .36, p is less
than ,OL).

Parenbts! satisfaction with classroom performance was
significantly and positively correlated with positive re-
actions to academic considerations (rho = «30, p less than
«0l); while an adverse relationahip was found between satise

. faction and parents! negative reactivity. (rho = 428, p is

less than ,01), In like manner, parents' satisfaction was
positively related to positive responses given as first
responses, (rho = ,21, p less than ,05), and adversely re=-
lated to negative responses given as first responses,

(rho = .21, p is less than «05),

When the responses selected by the mothers as the one

: response which best described the way in which she has re~
“acted to her child in similar situations most often are

examined, a significant positive correlation is found be~
tween mother's positive response as first response and

mothers' total reactivity, (rho = .29, p.-less.than ,Ol)s ... . .
“"and an inverse relationship with Tother!s negative response,

as a first reaction (rho = =,35,p less than .0l),

kbthers' first response judged as indicating a nega~
tive reaction is found to be significantly related to the
Battle I1-E, which measures internal-external orientation
outside an educational setting, (rho = .21, p less than
¢05)s This correlation indicates that those students who
tend to be external have mothers who tend to gilve a nega-

, tive response as the first response to.their child in aca-

demic situations, No correspondingly significant correla-

" tion was found between either negative or positive reactive

ity and the IAR Questionnaire, which measures the internal-
external personality construct in intellectual-academic
situationsg

Be Some Helevant Differences Between Group A and Group B
S*b;ects.

Hypothesis 1 predlcted that adeqpate achlevers (Group
A), would score higher in their general belief in their own

. internal control of events than would inderachievers, The
" data for this hypothesis are presented in Tables 3 and ke
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Results frowm the wilcoxon Matched=Pairs Sizned-Ranks
Test indicated a signiiicant diiference between the total
Battle Children's Picture Test of I-ii; with adequate achievers
(Group A) found %o be significantly wore 1nuernal then the
underachievers, (Group B), (2 = =2.58; p = ,0049). Similar
results are noted zor the t-test analysis (t = 2.51, p less
than ,05).

When boys and girls were considered separately, girls
in Group A were found to be signiticantly more internal than
girls in Group B, but no comparable significant differences
were found for the boys. There tends to be no significant
difference between the internal orientation of the boys in
Group & and Group B, as iweasursd by the Battle I-E. (Girls:
%2 = =4.2; p = .00003., t =5.21, p less than .0l. Doys:

z 2 W55 p= o326k, t = .65).

An analysis of the total internal control of reinforde-
ment scores on the LiR revealed significant differences be-
tween GroWp A and Group B, with Group 4 subjects found to be
significantly more internal than Group B subjects. When boys
and girls were considered separately, girls in Group & were
found to be significantly more internal than girls in Group Bj
and in like manner, boys in Group & were significantly more
internal than boys in Group B. (Total: 2z = =5,17; p = .00003;
t = 6.40, p less than .05, Girls: 2z = «4.0; p = .00003;

= 6,15, p less than .05, Boys: 3z = =3.0; p & .0013;
= 3.03, p less than ,05).

In addition to a total score on internal control of
reinforcement, the IAR (uestionnaire provides a score for
internal control of positive reinforcement snd for internal
control of negative reinforcement., Group A subjects were
found to be significantly more internal in control of posi-
tive reinforcement than Group B subjects. (z = =4.27;

P 2 «00003). ihen boys and girls were considered separately,
Group & girls, and Group A boys were found to bhe significantly
more internal on this variable than were Group B girls and
Group B boys. (Girls: z = =3.3, p is less than .0l. Eoys:

Z = =2, 2h, p less tinan .05, Girls: t = 3,02; p less than .01,
Boys: t = L.l p less than .01, )

As in the case with positive reinforcement, Group &
subjects were found to be significantly higher in internal
control of negative reinforcement than were subjects in
Group Be (z = =3.88; p = 00007, +t = L,.86; p less than .01).
Also wnile Group 4 gzirls were revealed to be significantly
sore internal on this dim-nsion than were Group B girls,
there was only a trend in tais direction for the koys. (Girls:
7z T =3.8; p = .00007. t = 5.57; p is less than .Ol. Poys:

z = =1,51; p = .0655; t = 1.63; ns).
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Results concerning teachers' ratings are presented in
Tables 5, 6, and T.

As expected, both Group 4 boys and Group 4 girls were
rated significantly higher than CGroup B boys and girls by
teachers on the above variables in all conditions., (z =
-5.71, p less than .Ol; t = 6.43, p less than ,O1l).

Thus teachers tended to sece Group A subjects as wore
responsible, attentive; cooperative, interested, and polite;
and less aggressive, defensive and preoccupied than were
CGroup B subjects. In addition, they saw Group # subjects
as manifesting imore eiotional stability, social concern,
and participation than Group B subjécts.

Ratings given to students by teachers on 5 relevant
items of the Lincoln Student Evaluation Form were combined
to form an "acting-out", or "Deviaht Behavior Scoret (DES),
Results from this analysis indicated that Group B subjects
tended to be rated by teachers, significantly higher in
"actlng-out" behavior than Group A subjects. (z = =3.5T;

p = +00023; t -3 66, p is less than ,01),

Table 8 presents clu—square data for achievement as
related to internal versus cxternal mntrol of positive and
negative reinforcemcnt., A4s can be seen, subjects in Group £
tend to be sighificantly higner in both internal control of

.posibive. ang negative. reinforcenent_than do.-subjects -in—wmo oo

Group B, (x< = 51, 60, p is less than ,001),

ChJ.-Square results indicated that subjects who were in-
ternal for both positive ‘and negative reinforcement were
evaluated significantly higher in appropriate classroom
behavior and attitudes than were subjects who were more
external for positive and nesative reinforcement., (See
table 9).

Hypothesis 3 predlcced that those subjects who be-

lieve that positive reinforcement is contingent upon their

own behaviors would be wore active, suriving and directed
toward classroom achievenent and teacher approval of their
behavior, and thus viould be evaluated rore positively on
these variables by teachers than would subjects who believe
that positive reinforcement is contingent-upon factors
external to their owm behavior., iihen data for internal
control of positive reinforcement, only, are analysed, the
findings are in the predicted direction. (See table 10),

In like wmanner, Hypothesis LI predicted that subjects
who felt that negative reinforcement was conbtingent upon
their own benavior would tend to inhibit and suppress bee
havior which tiey believed would result in negatvive rein-

23
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TE~.CHERS' EVALULYION OF CL..SSROOMH FEHLVIOR

Table 5

AHD L TTITUDES, ..eb) wiatdUi-LITY CHARACTLRISTICS

Compo sitive Deviant
Positive #valuation of Behavior
Classrooin Behavior Score
Group & ' Group 4
VSe Gy vs. Gp B, vs. VSe
Group B i 8 % Group B
Number
of’ L9 25 2l 2
Pairs
tiilcoxon
2 "5071 "'3.92 ‘hol "3.57
Score ..
: P . 00003 » 00005 0003 00023
|
Direction A B G/; > GB BA > BB B >4

GA = Girls - idequate Jchievers

GB = Girls ~ Underachiecvers

B, = Doys = sdequate hchievers
B

- Underachievers

2l
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Ta.le 8
CH[-SQUARE TOR ACHL.VE..T AS RLATED TO THTERITAL-IX TERI..L
" CONTROL OF FOSITIVY AliD 1nGATIVL ReINMIRCL:WLHT

Group A CGroup B Totals
IP, INg 38(23.50) 9(23.50) L7
EP, &il 0(10) 20(10) 20 '
1P, EN ' 6(9) 12(9) 18
EP, IN © 6(7,5) o 9(7.8) 15
Totals 50 - 50 '» -+ 100°= N
x° = 51,60
P = less than ,001
de ='3- B

Number in paren‘the.s'i.s:equals expected frequencies

IP, IN = Int, Contr'ol"c;'fi'Pos. Reinf.; Inte Control of ileg. Reinf,
EP, EN = Ext, Control of Poss Reinf,j Lxt. Control of Neg, Reinf,
ip, EN'= Int, Control of Poss Reinf,j ixt. Control o.f';‘“Neg. Réinf.‘.

co

EP, IN = Ext, Control of Pos, Reinf.; Int. Control of Neg, Reinf.

27.

343




O

ERIC

Aruitoxt provided by Eic:

forcement; and thus would appear to o appropriately con-
trolled aind inhibited in the classrooin situation., The
opposite would be true of students who believed that nega=
tive reinforcenent was contingent upon external forces,
ouch subjects would tend to cxhibit wore acting-out and
deviant hehavior in tihe sciwol setting. Teachers ratings
of positive behavior would be expected to be higher for
the former group tnan Lor bthe labter group. 4in analysis
of data relative to Hypothesis L, using chi-square, is
prescinted in Table 1l. Findinzs are revealed to be in
the expected direction,

When all subjects are considered, (both Group + and
Group B), subjects who ar e internal concerning control of
negative reinforcement tend wo Le ratved by teachers as mani-
festing less "acting-out" and deviant classroom behavior,
than were the subjects ulio are external concerning coqtrol
of ?evatlve reinforcoment, (Low D, B.S. means more acting-
out ).

When the two groups were congidered scparately, no
significant difference was found between subjects in Group &
in the ratings in deviant behavior ziven by tsachers to
students who were internal for control of negative rein-
forcement and students who were external for control of
negative reinforcement.: Thus; teachers tend to give both
internal and external students in Group 4 similar ratings
involving "acting-out" behavior. (See table 12.)

When QGroup B subjects were ahalysed separately signi=-
ficance was abt the .G9 level, wiich indicates a tendency
for Group B subjects who were more internal for control of
negative reinforcement to bc rated by teachers as displaying
less "acting=out" or deviant behavior t.an were Group B
subjects who were wore wuxternal for control of negative
reinforcement. (See table 13).

In furvher analysis of the data, cii-square were run
for the total group; for Group i md for Group B, in order to
deternine the relationsiiip bebween Inverse Devianu Behavior
Scores and invernal versus external control of positive
reinforcemnent,  indings relevant -to this portion of the
study are swmiarized in Tables 1h, 15, and 164 Ho signi=
ficant diffcrence is found when the total group is considered
or vhen (roup .. was goisidered, #ien data involi .ng Groun B.
were analysed, it was found bthat Group B subjects who were
external for control of positive reinforcamcent tended to be
evaluated by teachers as displaying more deviant behovior
‘than dia SubJGELS who were more internsl for positive rein-
forcencnt, = 7,22, p less than (01).
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Table 9
CHL-SQUARE FOR TErCiHER'S CONPOSITE, FOSITIVE LVALUATION AS RELLTE
TO CHILDREN'S I IEWNAL-EXTERNAYL OOITROL OF REINFORCEHENT ORILNTATION

FOR POSITIVi LfuD WEGATIVE REINFORCELENT

P < less than .00L
af =9

. TCFE CICPE | ICEE TCFE
- 29, above | 28, below | 29, above | 28, below
1R, T | 009.0) | 7G78) | LEAS) | 5(26.69)
EP, BN |  0(9.24) 0(1.60) | 9(3.6) 13.(6aks),
IP, BN |7 7(7.98) T0(1.52) 7 | 3(3.h2) T | 9(6,08)
EP, N | L(2.72) | 1(L12) |'2(2:52) | 7(b.6)
- Totals L2 ; =8 32
% = 57,71

Number in parenthesis equals expected frequencies

TCFE =

Teacher Conpos:. te Positive Evalua’olon

Totals

L7
20
19

1L

100 = N

IP, IN < Int, Control of Pos, Reinf,; Int,. Control of Neg. Relnf.

EP, EN = Ext, Control of

-

IP,: EN :__Int. Control of

EP IL‘I

w:b Control o;

29

Pos. Reinf,; ixt. Control of. Negs Reinf,
Fos, Reinf.; Ext. Control of Neg, Reinf,

l’os.‘ Reinf..; Int, Control of Neg, Heinf,



Table 10

Cil-SQUARL fOR iE:CHERSY COMIOSITE 10uiTIVy LVALUATION ..5 RELATED
TO CATLDREN'S INTERNAL-BXTERAN.L COHTRWUL OF RUIKTURCILENT

ORT:HTAIION Uit rOS:T1Ve REINFORCEMINT

Control of
Positive
Reinforcement

TCrE

29, above

28, below

Totals

Internal

IP, IN -
‘IP, EN

43(39.60)

21(26,10)

66

External

EP, IN

EP, EN

15(20,10)

19(13.60)

34

X2 = 5,73

(1)

P 02
daf . 1

kedian = 29

60

Lo

Number in parenthesis equals expected frequencies

TCPE = Teachers! Composite Positive Evaluation

iP, IN & Int. Control of Fos.

1P, EN

's

EP, Il = Ext. Control of Fos.

EP, EN

Ext. Control of Pos.

Inte Control of Pos. Reinf,; BExt,

30 .

36

Reinf,; Int.

“Reinf,; Int.

Reinf,; Ext,

100 = N

Control of Neg. Reinf,

Control of Neg. Reinf.

Control of Neg. Reinf.

Control of Heg, Reinf.



Table 11
CHI-SQUARE POR INVBRSE DiViisT FEGHAVIOR SCORLS TOR TOTAL
GROUP A4S REL.TED T INTLANAI~EXTERNAL CONTROL ™
OF NEGATIVE REINFORCEzNT

Control of . ; Total A £ B Total A £ B
Negative Inverse DES Inverse DES Totals
Reinforcement 17, or Above 16, or Pelow
Internal : .
P, IN:, 39(31.50) : 24 (31.50) . 63
EP, IN : s
External ; ) .
IP, BN ' 12(18.50) 26(18,50) 3T
Totals 50 50 100 = N
x2 = 9,66
P = significant beyond 0,01 level
af = 1

DES = Deviant Behavior Scores

ledian = 17

.
iV

. IP, IN = Int. Control of los, Reinf,; Int. Ccatrol of Neg, Reinf.

- EPy IN = Ext, Control of los, Reinf,; Int, Control.of leg, Reinf.

IP, LN = Int. Control of ros. feinf.; Lxt. Contrel of Heg, Reinf.

EP, EN =

‘Control of Pos. Reinf,; Ext. Control of Neg, Reinf.

31
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Table 12
CHL~-SQUARE FOR INVLRSE DiVILNT BSHAVIOR SCORES FOR
@OU,P A AS RLLATED 10 INTERW.L-EXTERNAL CONTROL OF
NEGATIVE REINFORCLLLNT

Control of Group 4 Group A
Negative Inverse DES Inverse DES - Totals
Reinforcement 18 or Above 17 or Below
Internal
1P, IN _ 21(20,2k) 23(23.76) Ll
EP, IN '
. External
17, EN ; 2(2,76) L(3424) 6
EP, EN : :
 Totals 23 27 50 2 N
‘2
X = 450

P = ,50 (W. S. difference)
af = 1 |
tedian = 18,23

DES = Deviant PBehavior Scores

IP, IN = Int, Control of rfos, Reinf,; Int, Control of Neg, Reinf,
EP, IN 2 Bxt, Control of Pos, feinf.; Int., Control of Neg, Reinf,
IP, EN = Int, Control oi Yos, Reinf.; Ext, Control of Neg. Reinf,.
LP, LN T Ext, Control of Pos, Reinf.; Ixt, Control of Neg. Reinf.
Number in parenthesis equals expected frequencies,
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Table 13
Cil-S ;UiRE FOR IWVERSE DeVIANT BiHAVIOR. SCORES ‘
FOR GROUP B A8 HLLAMED TO IiTERNAL-EXTERNAL CONTROL
OF NEGATIVE REINMORCEMENT

: ~ ——— —
Centrol of ~ Group B Group B
Negative Inverse DES Inverse DES Totals
Reinforcement » 16 or Above 15 or Below
Internal h :
IP, IN : 13(10.26) 6(8.7L) 119
LP, IN : i ' e g LA :
External )
: IP, EN . U(6.7L) 17(1a26) - | %
; EP, EN - , '
Tons T gy T e 23 %=y
X2 = 2,56
P = .09
df =1

DES = Deviant Behavior Scores

Median = 15,66

IP, IN : Int, Control of 1os. Reinf.; Int, ConLrol 0¢ 1Jeg. Reinf,

EP, IN = Ext, Control of Fos. Reinf,.; Int. Control of Neg. Reinf,

IP, EN = Int. Control of los, Reinf,.; uyt. Conurol sz N %e Redinf,
EP, EN = Ext, Control of Pos. Reinf,.; Bixt. Control of Neg. Reinf,
Number in parenthesis equals expected frequencies,
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CHL-SQUARE FOR IWVERSL DiVILNT B.HAVIOR SCORLS #OR TOTAL GROUF

Table 1l

AS RBLATLO 0 ILTLRE.L VoRSUs LXTERN:L CukTROL OF

FOSITI Ve REINFOICEMENT

Control of Total & /4 B Total 4 £ B
Positive Inverse DIS Inverse DES
Reinforcement 17 or Above 16 or Below
Internal
IP, IN 36(33) 30(33)
IP, EN
Bxternal
P, IN 14(17) 20(17)
BP, EN
Totals 50 50
X% 2,016 '
P Z ,80 (no significant difference)

af = 1
DBES = Deviant

17

ifedian

1P, IN

1P, Eil

i

EP, IN

LF, EN

i
=
>
ct
[ ]

Behavior Scores

Int. Control of Pos, Reinf.y
Ins. Control of Pos. Reinf.s
Ext, Control of FPos. Reinf,;

Controi of Poé. Reinf,;

3L

40

Céntrsl or Neg,
Control of Neg.
Control of Neg,

Con‘bfol of Neg.

Totals

34

100

Reinf,
Rein‘f’.
Reinf,

Reinf.



Table 15
CHI-SQUARE FOR INVLRSE DEVIANT KELiVIOR SCORLS FOR GROUP A
CAS RELATED 10 INTERNAL-BXTERNLI CONTROL OF
POSI I VE REINFORCEIENT

Control of CGroup 4 Group A
Positive Inverse DES Inverse DES Totals
Reinforcement 18 or Above 17 or Below
Internal . ‘
e, IN 25(23.76) 19(20.2}) b
1P, EN :
_ External :
P, TN 2(3.2l) 11(2476) 6
EP, EN '
Totals 27 o3 50 T N

Hedian = 18,32
2

P = ,30 (No significant difference)
ar = 1 |

DBS = Deviant PBehavior Scores

IP, IN = Int, Control of Pos. Reinf.; Int. Control of Neg., Reinf,

IP, EN = Int, Cor}tlal o‘f F08. Reinf, ; Exte Control of Heg.. Reinf..
EP, II\T::.E;.;_t, Cor%t.rvo;L oj.‘ 08, 'Reim'”.g Int, Control of Neg. Reinf,

- EP, EN = Ixt. Con’cro;,q;f‘ Pos, fAeinf, s Lxt, Control of Neg. Reinf.
I\funlber in pél-entlu'esis equals expected frequencies.

35

41




CHI ~SQUARE

Table 16

FOR IwViRSh DRVIANT BEBAVIOR SCORES FOR GROUP B 4B

RuLATED T INTERUAL-EXTERNAL CONTROL OF POSITIVH dsTuIORCE: ST

Control of
Positive.

Reinforceient

Group B
Inverse DES

16 or ibove

Group B

Inverse DES

15 or Below

Internal .

1F, IN
1P, EN

13(11.5)

External

P, IN
EP, BN

10(1L.5)

12(13.5)

15(13.5)

Totals

25

25

2=

e

jas}

&

iedian

o}
1

TP, LN

Number

Totals
Te22
less than 0L

1

15,66

= Int, Cofttrol of i»s,

Int. Control of

23

DES = Deviant Behavior Scores

‘Reinf,; Int,

Pos. Nleinf.; Ext,

BP, IN = Ex%. Cortrol of Yos. Reinf.; Int.
EP, EN < lixt, Cortrol of Pos. Reinf.; Ext,

42

27

50= N

Coritrol of Neg, Reinf.

Control of
Control of
Control of

in parenthesis equals exp ected freguencies.

Nes, Reinf.
Heg. Reinf,

Meg, Reinf.
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Data for Hypothesis 2, wirich predicted that varents
of adequate achievers would tend to be significantly more
reactive vo their children's achievement behaviors in in-
tellectual situations and activities than would parents of
underachievers are presented in Tables 17, 18, and 19.

Since mothers only were requested to respond to the ques-
tionnaires, regardless of wihether the child had both pare
ents in the home or only the mother in tlie hoie, the results
involving only mothers! responses are presented,

Hypothesis 2 was not supported by evidence collected
in this research when tovel number of positive and total
number of negative reactivitvy scores, and the totdl score
obtained froim ac ombination of the two scores were analyzed.
No.significant differenee was found between the parents of
Group 4 studehts and the parents of Group B students in
either positive or negative reactivity when..2ll such re=-
spoiscs were considered. Thus, the parents of both Group 4
and Group B 'ubjects tended to be equally responsive to their
children, both positively a nd negatively, in the intellectual
grea as measured by the Fels Research Institute Parent
Reaction "eéstionnaire,’ o '

when the total numper oé‘ responses, positive, negative

' H ‘-_- - s X . . )

and neutral, given as 1°Y, 27" and/or additional reactions

to their ichildren': abilities, interests and perforitances in
the intelillectual arca were inspected, significant differences
between “G"he two. groups were revealed. The uwothers of Group £

ot . PN : . .
subjeéts pave significantly iwore total responsesthan did the
mobhers of Group B sibjects, ™ (z = =L, 77, p = 4038L).

-+ When the responses selected by the mothers as tie
oné response which best described the way in which she
has reacted to her child in similar situations most often
are examined, no significant difference is found between
the two groups in the responses judged to be positives
L significant d ifference was found when negative responses
given as Iirst reactions were examined. liotherst of Group
B subjects were found to zive significantly more negative
responses as firgb reactions than did mothers! of Groun A
subject s R : ' : -

Tables 18 and 19 provide data involving Hwotheses 2
which predicts that the wother s of Group & students would

-be' ‘expected to rate their children significantly higher in

competence; scb higher minimal standards and hold higher
attainment values for their children; and in addition would
indicate that they were significantly more satisfied with
their children's nerformance in intellectual activitvies;
than would the parents of Gmun B stndents.
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Tablc 17
RELCTIVITY OF HOTHERS T0 Tii 1R’ CATLDREN'S INTELLLCTUAL

ACHIEVIRLNT ACTIVITIE

PR R m* | 15Um | 15w 1TRB
Th, 1FR 1NR TB
i i i My My I, M,
VSe Vs A Ve VS VSe VSe
- M TA ol Lra 21 LNR . IB
B Mg 13 B g M L
Number
of LT, LE L | Lé Ll Lo
Pairs .
WWilcoxon
z ~1436 || =.61 =672 -.05L ~1.79 ~1e77
Score . -
P . 0869 «2709 251L | LLBO1 .0367 40384
gt MATB
Direction NS NS NS NS LR
. MA.LNR gl B

FR - Positive Response

HR - Negative Response

TRA - Total Positive Plus Hegative Re sponses
15%R - liothers! 1st Positive iesponse
15-_bNR ~ liothers! 1st Negative Response

HIR~ = Hothers! Totel ilesponses (Negative, Positive, Neutral,
and Additional) .

WS - Wo significant. difference
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Table 18

OTAERS T ATTITUDRS TCHARD Tl ACHL.V..:wsWT

R VIORS O Tl CALLDRLE

Hinimal { itbainment Competence Parental
Standards Value Evaluation Patisfaction
¥ i ii M 0y
uA VSe MB I vSe “B My Vs. ! B “A VSe xlB
Number: .
of - Lk 23 38 L2
Pairs ' :
Yilcoxon ,
g © 2288 o2l 1403 -2,67
- Score ’ -
P #3097 L1052 +00003 .0038
Direction . NS . NS AYB A>B
M, = tlothers? fdequate Achievers

lMothers! Underachicvers

,
o
1

=~ No significanv difference

=
w
1

>
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No significant differences were found hetwecn the
parents of Group .. students cnd tiie parents ol Group B
students in the minimal stendards they held for their
children, nor in the degirec ol iuporbance they abbributad
to bheir ciiild cdoing well in schoole [oth groups of par-
ents tenced to 56t higa winimel stendards .or their caildren
and to feel that it was very important for their children
to do well in school,

However, there were sighiiicant diifereices betii.-en
the parents of Group-i «wjiects and the parents of Group B
subjects in the way that they raved their children in compe-
tence and in vhe parents reting of satisfaction with .eir
childrea's school progress. P-ronts of Group & students
tended tofeel that thelr children were more coipetent than
did the parcnts of Group B students. The parents of the
Group L students also bended to feel more ssvisfaction in
the progress made by their children in the school. sctting.

Tables 20 and 21 presents the mean scores and t-test
analysis of the responses imade by wothers to the interview
quostions presented to thems ilesults indicated that when
‘the responses of the mother's of the total Grero A (kovs
and girls) were compared with the mother's of the tobtal
Group . B, m. significant differences were trcund, except for
Satisfaction-Di ssatisfaction. (t'= 2,19, p lcss than .05),
The mother's of subjects in Group A anifested significantly

"iore satisfaction concerning their children's academic-

intellectusl achievemsnt tian did the siother's oi the
subjects in Group B, :

When the mother's of the boys in Group . were compared
wibn the wother's of the toys in Group B, no significant
differences were found, except concerning the variable
Satisfaction-Dissatisfaction. (t = 2436, p less than ¢05)s
No significant differcuces were found between iothers af
Group 4 girls and the mothers of Group B girls in any -area,

Ce "Sex- Differences . -

Tables 22, 23, 2lj, 25, 26, 27, and 28 present results
of anelyses of sex diilereinces for the predictor variables
ewployed in the researcil, v 'eh boys in koth groups were
compared with girls in both groups on total internal versus
cxternal conirol of reinforcemenis as measured by both tie
IAR and the Rettle I~3, o significant differences uere
found between boys end girls in tids veriable,

"When the ™o sroups were considered deparately, 1o
significant difference was found between boys and girls in
Group A on internal control of reilniorcement as measured
by the Battle I-i, .buevor, when the boys end girls in
Group B were comparcd, = sipnificant difference was found,
with boys in Group B found to be more internal than girls
in Group Be (7 = =3,02, p =L.£011; =-3.55, p less than ,0L).
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wWhen the two groups wore congidered separately concerning
the total score on the IAR, Girls in Group & were found to be
significantly more internal on the total I&iR, and for internal
control of negative reinforcements than were boys. (t = =2,07,
P less than .05; t = -2.69, » less than +0l). HNo significant
differences werc noted between boys and girls in Group B,

ithen the total grouwp of boys were compared with the total
croup of girls, girls were found to be rated significantly
hizher by teachers on classroom behavier and activities, and
personality characteristics., (See Table 2L, ) (z = ~2,18,
p less than ,05).

When the two groups were considered separately, no
significant difference was found between boys and girles in
Group A in this variable. o significant difference was
found between boys and girls in OGroup B, with girls in
Group B evaluabed significantly higher by teachers than
boys in Group B (z = -1.23, D less than ns; z = 2,5k,

p is less than «0l)e ) .

Table 25 presents t-test analysis of TCPE and DES., As
cair be noted, girls tend to ianifest less "acting~out! and
deviant behavior than do boys. (High DIS score indicates
less acting-out behavior.) (t = =2,89, p less vhan ,OL;

t ® =2,93, p less than ,01), - :

When the total group was considered, the parents of
girls were found to bz significantly more recctive concerning
their daughter!s intellectual achievements, (i.e. gave a
larger number o totel reactions concerning their children's
intellectual activities), than were the parents of the boys
in this study, (See table 26, t = =2,3L, p less than .05;

t = «2,11, p less than .05), . ) . .

Concerning sex differences found relating to responses
frow the personal interview, when the wethers of all hoys were
compared with the mothers of all girls, (see Table 26), signi=
ficant differences were found for the variables concerning Par-
ent!s-Expectancy, (t=2.95, p less then ,01); Satisfaction=Dise-
satisfaction, (t=2498, p less than ,0l); and Minimal Standards,
(t=2,55, p less than ,05), The wother's off girls expressed
higher expectancy levels, higher degree of satisfaction with
their daughter's' accomplishments, and higher minimal standards
in the academic area, than did the mothers of the boys.

When the mother's of the toys in Group A were compared
with the mother's of thc girls in Group A, no significant
differences were found on any variable except in minimal
standards, The iothers of Group & girls held higher minimal
standards for their daugihters than did the swther's of Group
A boys, (t = 2,07, p less tihan ,05). When the mother's of
the boys in Group B were compared with the mother's of the
girls in Group By no significant differences were found on
any of the variables, o

bh
ol



bs

quBoIJIUSTS 90§ = su T10° ™ &= G0°* 7 4
- m * _ m }
: _ . . .
i i : :
: i I ! : : 8J00¢
S IS w o epeen L oo SR RS 18303
., su L 9Q°- e su beghitr- 0 N2 su 506 i :
i m : | : | ! gyl
R |
H . . . i m - .
. : : R RS : : - . .
wo <8gl zp°¢- e ] su | 02°1I- | €2 su Let=| L7 Cidi
s : : ! - 9T33ed
} I | _
M. : S “ gy ‘sTIID
| sagoog’ mm ~ STaIH : 2J4090% ¥ - STa1g ' - T {1 8dJd09g “ *Sh. -
0130041 Z *sA 1011004 1( Z *sh boapoo&ﬂm Z ay dnoayg
uoxooTIH|g - shog UOXOOTIM ¥ =~ whomm woNOOHHB sfog | seanswep
’ iSITBJ °*ON . sa18g *Oj . sa1eg °ON
& J - _ L i B
. mho<mmwm.wm me 0l dRLVIFY SV ’

ALTTVRYELXE-ALITVNEAINT 40 SFUASYEW 40 LSHL SYHVY dENDIS mmH<m JEEOLVH NOXOOITH

22 °1q®l

Aruitoxt provided by Eic:

E\.



SHOREYAAATA XHS

AT S
HOH

ALTTVIUALXT-ALTTVRYELNT 40 SHIASVEW

g2 e1qBlL

CHEODS NVHER

! ! R :
i SRR erT38S 0y
ofi"1 89°11 09°21 69°c- 79 i1 25°¢T | €20~ 91°¢1 90°¢T
3538 gvI
. 9AT3 1804
09° 119 °11 00°2T 99°0- 00°TT g9 °CT s0°* 2g° 2l Mg et
UvI
. . e B R Tttt =TETE TN SSNOUY S . - .
gz*1l 2€7€2l  o9°te| Lote- | f9°ge oz°Lz | TT"0- g6°5: | -06°52.| eaoog
* T®8304
vl
. . : 1-1
S9°t- |  B0'6T|  TO°ST €9°T | 80°TTL figrat | €e°1- ga°9t | TM°ST | eTaseg
g g ¥ v g dnoap | g dnoad _
1s891~9 danoan dnoan 189 1-9 ‘dnoas dnoan | g9se5-% pue pue §9J0 588
fSTaTH ‘sfog fSTITH ‘sfog ! y dnoanp v Qﬁo&#
fSTITD ¢sfog

O

L6

Aruitoxt provided by Eic:

E



S .

S.LJX. DI¢FneliCls
~:‘EACI‘ER5' QUutGol'l FOolTIVE VeioU:TION GF

= No significant difference

L7

93

CL:BS0UH. BLHAVIOR 1) AITITWES L, . D
PrRoGE. LI CAARACTERT 1TICu
- e e
]
!
_Boys
VS, B, vs, G, B_ vse G
Glrln e A B B
V.ﬁ ——r——— —— - —
Humber .
.of L7 -2 2L
Pairs ‘
t1ilcoxon ‘
z ~2,18 -1.23 ~245
Score .
P L0116 «1093 . 0055
Dire.??io-?. G>B NS GB‘> BB
B, = Boys = Adequate ichievers
. Gy = Girls - Adequabe schievers
Bg = Boys =~ Underachievers
GB = Girls - Underachlevers
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Sinitietive in scekin

Discussion

¢, Barlier rindings by Crandall, Kethovsky, ¢ “nd
ircston (1962), alLura, (106h) and Chance (1965),

are supported by the rosults of tuis investigation.
These autiors had susgesved that a belisf in self-
respongibility constitutes o wotivationzl indluence
vponl acalevenmcnt weriormances in that tihe cinild who
feels tnav e, ratier taln soweolte els.,  ii retwounsivle
for his successes and feilurss op.ears to siou greater
z higher g“el s, intellcctual re-
verds, and teacher approval.

Onc scurce oif exyplanation for some of the find-

ings in tals souey is dotter's (195l;) cocial imarning
“theory. lotlter asgserts taat the potenbiality of any

behavior oceurring in = given situstion is some functien
of the expcctation ituict tie articulear benevior will

lead to a j0al, and tue reinvorcemcnt velue of that

roal, (expressed in his fundanental formula De .-f(u/R.V ))
Thus the behavior that a c¢hild menifests should e a

- process involving the choicc among alternative:lehaviors
~of those wehaviors with the hizhest potential of saximizing

learned ;ratification in a given context. itotter (1960)
has pointed out that internally delined needs in a -
psyciolosical situation, (the meaningful environment in
which behevior occurs), do not solely deteriiine behavior,.
Rather the goals available in the situation and the
zccessibility of the goals, or the exmectations tiat a
given individual has of attaining his valucd goals, or

- the uarL-culg Situation chbaulne hether the dise

p051clonS'U1Ll actucll occur. These exvectations also
represent the consiguonces oi cxperience in a particulr
type of psychulozical cnvironment, The constant ex-
nosure to conditions in ihich past success has heen
limited, and/or scens unavailalle in the present, gen<
erdlly leads to low eipectations of fubure success.

Thus underacnicvers aind adeguate achievers are
nresviied to have been diiferentially rewarded by
parents, toachers and otncr significant nersons for
stating beliefs indicating that tiey rather than other
persons were responsible Zor the successcs and failures
they experieinced in intellecbual achievemeint sgituations.
Since intellectually proficient students more often '
rewarded, srith prais., promovicns, high srades, and
therefore are iore willing to adidit respongibility for

uch instanccs. 0On tae otherhand, the less proficient
studenty morc often receive negative revards, - (Low .
grades, punishments, etce) Uhlcn;resulb in lowered self
gesteen in acadeigic: situations, a nd therefore are less
prone to adwit that tiey cause taese: consequences in
such situations; and zre .iore prone ho blame bALernal
forces, S o
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Studies by Efran (1963), Lipp, Lolstoe, and
Randall (1967), and lhares (1968) ccllaborated in
the finding that external subjects:-were more defensive
and thus had provided thcuselves with o less vhreatenw—
ing explanation for their failure, It is conjectured
that since the children in the adequate achieving group
have feailed less often in academic wituations they do
not feel as great a nced to e and/or feel defensive
about their failures. ey have not as often practiced.
defensivenesgs in this area nor heve they as often been
~reinforced for being deiensive in situations in which
they have failed, By contrast, the children in the
underacnieving grouy siaould develod more extreme e
ternal attitudes than the children in the adequate
achieving group as a cefense rcaction to perceived
reduced opportunitiss and choices for intellectual and
academic rewards.

In line with the theorizing above, wihen the two
subscores on the IAR, internal control of positive rein-
fercement, (If£), and internal comtrol of negative rein-
forcement, (I-), were analyzed separately, the adequate
achievers were found to be significantly wwre internal
in control of btoth positive and negative reinforcenent
than were underachievers. ‘hen boys and girls were

’ considered separately, girls in the adequate achievers
group were revealed to be significantly wmore internal
on both variables than were tho _irls in the under-
achicevers group, while only a comparable significant
diiference was:iound for the boys on internal control
of positive reinforcement, but not for internal con-
trol of negative reinforcoment.:

~>

Expectations concerning the likelihood of success
or feiluwre reflect social learning in the scnse that
they - are builb up for specific and related behaviors
as a consequence of the individual's direct or indircct
history of positive and negative reinforcements (Rotter,
1960). The data indicate that adequate achieving girls
are more prone to assign responsibility %o themselves
rather than to others for both the successes and failures
which eventuatad from their intellectual. achievement '
efforts. The differential reinforcement history experi-
enced by adequatc achieving girls as contrasted with
boys, probably results in their not feeling as great
a need to be defensive about failures, as is true in
the case of both adequate achieving and underachieving
1hoyS.

The lack of a clear differientiation between
boys in the adequabe achieving group and lLoys in the
underachieving group relative to negative reinforcement
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suggests that basically the culture is the same in

this respect for all boys in this socio-ecconomically
disadvantaged group. They tend to see the world with
soime degree of enomie; and themselves as having little
control over their destinies in intellectual-acadenic
achievement situations when negative reinforcements

ave involved. Thus, ior Afro-imerican boys externali-
zation might, be both an adaptation and a reaction to

a real situation in which they perceive thenselves as
being in a marginel position in an "All Powerful Society.
For this group of boys perceiving locus of control as
external represents an effort to cope with feelings of
despair and hopelessness that arise from their realizing
the improbability of successiul achievement in the pre-
vailing educational situation.

The Battle I-E, a more "unstructured" measure of
internal versus external control than the IAR, also
indicated that vhen the total group was conoldered,
adequate achievers were more internal taan underachievers,
when the scores made by voys and girls were considered
separabely, however, the girls in Group A weére revealed
wo be significantly more internal than girls in Group B,
but this was not true of the boys. N sgignificant dif-
ference was found in internal orientation between boys

~in Group A and boys in Group B, @s this variable was

measured by the BEattle I-E, A4s was noted earlier, while
adequately achieving and underachieving boys are probably
differientially rewarded for academic achievement, this
is not true of more general situations in which this
group of soclo-~disadvantaged boys are involved outside
the classroons Besically the cultureip the same for
both Group A boys and Groun B boyss

It might be noted that when sex dlfferences were
analyzed, underachieving boys are found to be more
internal than underachieving girls in more general
situations, (as measured by the Battle I-E), This
finding again seems to be related to the fact that the
general cultural expectations for boys are different
from the general cultural expectations for girls.
(Warner, 1949; viinterbottom, 1958; Ausubel, 1963 ).

Thus, in "real 1life" situetions boys are expected
to take more responsibility in directing their own lives;
in planning future goals and in peer group relationships.
‘Tioms they tend to develop in the direction of internal
orientation in such conditions wore readily than do
girls, Girls exist in a more protected environhent; and
are more often found in sitvations in which planning and
direction are provided for them. 'There appears-to be less
.difference between the educational and the gcneral life
situation for girls than there is for boys.
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As predicted, Adequate Achievers were rated signifi=-
cantly higher than Underachievers by teachers in class-
room behaviors end attitudes and personality character-
istics in 2ll conditions., Greuvn Als higher evaluations
on this variable mey be directly related to apparent
desire for approval from teachers, parents and from
significant others, and/or to their tendency to show
greater initiative in secking intellectual rewards.

Since ‘the more internal subject does not feel that

‘his goals will be handed to him, it should be expected

that he would display greater effort and persistence

in Yrying to acquire intellectual-academic objectives.
This wore intensive interest in academic success tends
to result in o greater acquisition of concepts and
svills which-is:often suizsequently reflected in higher
performance scores aiid teacher evaluations. Studies
indicate, (Cronbach, 1960; Crnondall, 1963; McGhee, 1968)
That teachers! srades and ratings are often dependent as
much, if nol more, on the way the teacher perceives the
sbudent!s approach behavior in the above areas, as tuey
are on the student's actual knowledge and skill. Ee~
havicrs such as cooperation, persistence, active, posi=-
tive participation in classroom activities, and attention,
may be intricately involved, intentionally-or uninten-

io in the criteria for teachers aluations.
tionally, in the criteria for teachers! evaluations

When boys in both groups were compared with girls
in both groups, girds, even in Group B, wers rated signi-
ficantly higher in classroom behavior and personality
characteristics than were boys. It scems probhable that
girls have been differentially treated for conforming,
cooperative, compliant behavior; ond rewsrded positively,
more ofven for "ladr-like" behavior. ILoys are provably
more indcependent and less conforming in the classroomn,
and have been rewsrded, positively, wore often for such
Hion=like" behavior.

Girls in general way heve more need to use teacher
reactions and the reactions of other significant adults
to define the competence of their eiforts than Aid the
boys. Thus girls! classroom behaviors may be more uni-
fori, regardless of achievement, and consequently less
related to the I-E control variablc shan boyss =

Ag expected from the previous findings on teacher
ratings,ﬂphen‘deviant behavior wes analyzed, it was
found thdt as a total zroup, Adequate Achievers terded to
display less déviant behavior than did Underachievers.
tihen intragroup data were inspected separately, signi-
figant differences were found only within the under-
achieving group where more external subjects for control
of positive reinforcement were rated as manifesting
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51gn1¢10antly more acblng—out Lehavior than those subjects
“who were more internal f{or control of positive reinforce-

‘ment. In like msnner, a trend- was revealcd for subjects

who were wore external for control of negative reinforce-
ment to also be rated as displaying uwore deviant behavior,

Thus deviant behavior, for the subjects in this
study seems to be related to both achievement and to <the
degree of control over both negative and positive rein-
forcement which a subject experiences. Poor achievers
tend to display more acting~out behavior wizn they do
riot feel that they are in control of positive and/or
negative reinforcements. They also tend to place respon-
sibility, for both successes and failures on persons and
conditions outside themseives. Lower deviant behavior
scores are obtained for the adequate achievers who also
tend to be more 1nbernal, i,e., to perceive control over
their own successes and failures. The implications of
the present findings are clearly relevant to certain
broad theoretical considerations relating to deviant

_behavior.

Merton (1958) argues for the homogeneéity of the
American culture, largely resulting from complex mass
communication media and vast public educational .systems.
Although-the American society is differentiated and
stratified, he asserts that certain cultural emphasis
oF goals are pervasive throughout the country. For
exampl' , nearly all Americ:ns are enjoined to strive
for achieveiment or success in both material and per=-
sonal areas. '

However, whithin tae larger structure, Merton
distinguishes as the two major aspects of a social
system the organized set of normative values(cultural
structure), and the institutionalized channels of
access for attaining these values by legitimate means
(soc1al structure), These two elements are considered
t6 vary independently of each other. . Altiwugh there

is pervasive awareness of the goals and values of the

dominant society, the availability of legitimate ieans
to obtain these goals are not uniformly distributed,
i.e., the institutionalized chennels of access to the
recognized cultural goals are not available to some
members of the society, notably the Afro-Americans, tie
subjects of the present study. IHerton viéws dsviant
behavior as a consequence of the disparity between
culturally emphasized values and socially restricted
access bo legitimate means of attalnlng these values.
This socially ~ induced phenomenon is thus viewed as

responsible for the hizher rates of deviance in the

socio=economically disadvantapzd groupe
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Seeman (1959) also believes that subjerts who
feel alienated from tne mesin stream of cociety and
feel powerless to control tie occurrence of the out=
conme or reinforcement he ceeks, will have a higher
expectancy that socially unapproved behaviors are
required to achieve his goals. dJessor, et al (1968)
asserts that “deviance and conformity represent the
outcome of imltiple influences and detoerminants in
Loth the person and his situation," postulating that
Jimited access in the opportunity structure, anomie,
and access to illegitimate means should all tend to
vary together. Their finuings indicated that deviant
behavior is selected from among possible. adaptive
alternatives when other (conforming) alternative be-
havior seems to offer few success experiences.

Parallel to lertonts sociszl siructure explenations,
Jessor (1962, 1968) theorized that when personal didjunce
tions (i.e., highly valued oals and low cxpectations of
attaining them) pervade numerous life-areas, there
obtains a condition denoting intrapersonal strain. Often
the subject caught in such a situation will adopt alterw-
native behaviors, which are often socially - unapproved,
but whicit have a higher likelthood of leading to satis=
faction, This particular formulation is most critical
where expectations of attainment in a variety of areas
of life are generally low, (what Rotter (1960) terms low
froedom of uovement ).

Since adequate achievers are rsinforced for soci-

conforming behavior by occupying a more favorable
position in the academic achievement situation, they
tend not to find reinforcing the manifestations of de=-
viant behaviors Un the otherhand, underachievers, who
have fewer success experiences, are, bthcoretically in
a position nore conducive to the production of déviant
benavior. Thus in the present study pressures to adopt
deviant ialternatives to attain their goals are highest
in the underachievers group, and controls azainst de=
viance are lowest.

It is possible to view (as does Jessor) deviant
behavior as goal directed behavior whicih occurs despite
the probability of negative personzl and social con-
sequences., dccording to Jessor, such behavior is con-
tingent upon tue facbtb that, for soiw socially disad-
vantaged ci:' “dren conforining behavior is often unsuc-
cessful in acnieving academic goals. Findings reported
here suggest that such might be the case for the under=
achieving suojects in this study.

o
i
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Some attempt was made in the present study to
relate achievement and internal-external control of
reinforcement to parental variables. On the Fels
Research Institute Parent Reaction Questionnaire, no
significant differénces were found between the rothers
of adequate achievers and underachievers when the total
number of positive and negative responses were compared.
However, when the total number of all responses, in-
cluding positive, negative and neutral, pgiven as first,
second, or additional reactions (to their children's
abilities, interests and performances in the intellectual
area) were compared, significant differences hetween.
the mothers of the two groups were revealed., The
mothers of adequate achievers yave significantly more
total responses than did the mothers of underachievers.
When the differences between the two sexes were con=
sidered, the mothers of girls were found to be signi-
ficantly more responsive than the mothers of boys. In
this particular socio-economic group, parental attitudes
and. behaviors may have less impact upon, and_ therefore
be less predictive of, the academic performancec nd
the Lnternal—external control orientation of boys.

The Mbie_intensive total responsibility manifested
" by the mothérs of all adequate achievers as compared with
underachievers; and by the mothers of girle as compared
with boys, may. indicate more total concern to provide
data in a situation such as this one; more information
about the child; and/or more interest in the child.
Contrarily, the above data might suggest that the
. mothers of underachievers and the mothers of boys,
generslly, tend to be either less interested and gon-
cerned about their children or tend to have lesa 1%
_formation about their children, Further research. will
have to be undertaken in order to test the above conw
‘clusions suggested by the data, as well as their
possible dynamic implications.

The flndlng in the study that mothers of under-
achievers gave significantly more negative responses
as first reactions than did mothers of adequate achievers
might be considered as evidence that the mothers of low
achievers are more critical of their children in situ-
.ations related to intellectual achievement, and academic
agtivities, Such criticalness may be in- reaction to
.their children's lack of achievement in thege areas; or
it could serve ac a factor .in their children's lack of
achievement. The parent mlght be, responding bo a
realistic appraisal of her child's progress in school;
;,and/or by so responding might elicit behavior on the
part of her child that includes or leeds to poor pro-
gress in intellectual or achievement areas.
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. In this connection, Chancc (1965); =nd Katkovsky,
Crandall and Good (1967), found that the parent who
meintains a supportive positive relationship with his
child is more likely to foster his childfs belief in
internal control than is the parent whose relationship -
.. Wwith his child punitive, rejecting, and critical, The

correlations between parents protectiveness, affection-

ateness, and nurturance, were somewhat higher (in the
study cited above) with I~- scores than they w¢re with

If£ scores. Katkovsky (1967) concluded that it seemed

to be necessary for the child to have been provided by
.the parent with feelings of security, through loving,

non-threatening behavior in order to internalize the
responsibility for the negative reinforcements he receives.

Results from this investigation indicate that all
~the mothers were quite accurate in rating their child's
".eompetence in the intellectual area. Iothers' ratings

were highly realistic in that their sbtated ratings of
competence and the child's actual intellectual ability
. were congruent. The mothers of children who were
achieving adequately in school rated their children
in 1light of their actual accomplishments, while parents
of underachievers. rated their children as hav1ng less
intellectual fitness for school worlk.

tothers of[adequate achlevers were also signi-

ficantly more satisfied with their children's progress
in school than were mothers of underachievers, a
finding that relates to the previous finding of the
.. reactions by the mothers, The finding that mothers .
of the adequate achievers could give reliable ratings
concerning their children's competence, and indicated
greater feelings of satisfaction coneerning their
children's success dogs not, however, constitute a
statement of a relationship involving antecedents of
their children's morc competent behavior., Because
the parent states that her child is more competent
does not necessarily indicate a cause and effect
“relationship.

. The data in this study indicate that the mothers,
irrespective of their background or social status and
of the educational achievement of their children seem
to seb hizh value upon education and the necessity of
hard work and conscientious effort in erder to reach
academic goals, as this information is obtained from
rating scales, This is consistent with '
earlier findings by Merton (1958), Maccoby (1958),
Cohen (1958), Sykes (1957) to the effect that
most Americans, regardless of social class tend
to strive for monetary and persanai achievement;
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and that all classes of people are not immune or ine
different to the expectationy of "respectable" society.
The mothers of Adequate Achievers and the mothers of
Underachievers did not differ markedly in the minimal
standards they held ior their children's academic
achievement, nor in the degreé of importance or attain-
ment value that they held for their children obtaining
high educational achievement levels. That is, both
sets of parents seemed to féel that it was equally .
important that they set hi,h cducational goala for o
their chlldren, and that their children snould "trlve
diligently to ptnaln these goals,’

In an attempt to ascertain whether or not both’
groups of parents had equal influence over their
.chkildren's achievement wotivations and behaviors
through. their own attitudes and behaviors, a personal
interview was held with each mother, It was also '
felt that the structured interview would help deter-
mine whether or not the actual attitudes and behaviors
of the wmothers were accurately reflected in the ratlngs
given by them in bhe various areas. °

Findings revealed few significant differences’
between the mothers of underachievers and the mothers
of. adequate achievers in the responses given in the
intérview situations., Wwhile the mothers of girls tended
to hold higher minimal standards and expectancy values,
and to be more satisfied with evidence of achievement
than were the mothers of boys; and tiie mothers of ade-
quate achievers appeared to be more satisfied with aca-
demic achievement levels than were the mothers of under-
achievers; few other differences were obtained. In all
other areas the mothers of all of tile subJects in this
socio~academic group appeared to glve‘relablvg 7 the
same types of answers to questions posed to them in
the interview setting. Either these parents are. in.
fact not different in their attitudes toward their
children's academic-intellectual accomplishmentsg; =~
might be less willing to give honest answers concerning
these differences in an interview situation; and/or
interview responses might not be slrnlflcdntly related
to internality-externality. In future research, an .
attempt might be made to ascertain actual dlffcrences
in child rearing practices relaulng to positive and’
negative reinforcement and,to achlev”mcnt motivation,
rather than’ dlfferences in responses concernlng these
dreas. .

’“‘Relatlvelv little work has been dohs on antece~
dents for developing attitudes of internal versus ex-
ternal cotitrol of retrforcements. In this sbudy on
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the responses given by the iother was analyzed. Perhaps
the father or father surrogate rlays as significant or
more significant role in determining internality-exber-
nality. In future research the attitude of the fathers
toward their children’s intellectual-acadeinic achieve-
ment should be determined.

The consistent indication that lower socio~-economic
level groups are more external may imply that direct
cultural teaching of internal-external attitudes occur
(Phares, 1965; Phares, 1968; Graves and Katkovsky, 196L).
It is inferred that some of the parents of this socio=-
economically disadvantaged group of children intention-
ally or inadvertantly encourage external thinking in
order to provide their children with a "cushion® to
defend themselves ageinst perceived limited opportunities
and abilities for success, The direct teaching concern-
ing causation by the parent possibly follows closely
the model which the parent presents to the chiid con-
cerning his own extsarnal vs. intermsl orientation.
further investigation will deteriwine the relavionship
betweenn such antecedents and the internal versus external
control of reinforcements personality construct.
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Chapter V
UgE TO Bi iluDE G¥ FINDINGS

The purpose of ®tihis investigation was to study the socio-
economically disadvantaged child and his level of school achieve-
ment, as related to the internal versus external control of
posi blve and negative reiniorcements, .personality constructs,
classroom behavior,and parental attitudes concerning class-
room behavior and sc‘nool acihieverent, aslbthough many socially
and econoiically disadvantaged children tend to score balow
average on achievement tesis, there are many children who
are claszified as socially and cconomlcally disadvantaged
who score within the normel raiigc or above, on such tests.

In this study anattempt wes me ‘de to determine some of the
variables btiat would account for a better understanding of
the "adequate achiever" in this low income group.

.Since some-of the var:Lablec~ employed in Lnu ‘hresent study
were found to be relevant to uhie development of the. "adequate
achiever" in the socio-econo: nlcallv disadvantaged. group, eduw-
cators and psyciologisbs should study the pc uSlLll'Lt-'LeS of
t.sing such knowledge to provide more ei‘i‘octlve training and
specifically directed mobivaticnal efforts for the disadvantaged
child who has not been successiul in using his intellectual
potential and his general capacities for academic advancement
as well as general “novenent- uoward over-all social and =cono-

"~ mic adegquacy. .

Special efforts should he insbtigated to suit the styles

. and needs of both the internally oriented and the externally
.orlented child, The teacher should be motivated to develop
techniques for teaclhingy training, and rewarding differenti-
ally those students who assign respons bility for intellectual
failures and/or successes to himself 4o cthers, Thus a
.sbudy of the possible interrelationships involving deviant
classroom ptehavior, lack of interest and motivation for
adequate aciievement in subject areas, and warental attitudes
concerning classroom behavior and school achievement might,
enable children of loir sccio~economic.. backgr'ounds to be
educabed more: successu:lly.

It is the responsibility of the public school system to
meet this challenge systematically znd adequatelly and to
provide more effective schooling, training,and environmental
circumstances for the socially disadvantaged child., The
results of such a study zs the one undertalten should serve
to cncourage and guide educators in preparing curricula, and
in developing approaches and ‘techniques "appropriate for the
various cognitive styles and attitudes fourid among public
school children,
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: DATA
RAW SCORLS ON PREDICTOR VARIARLES
(Parent Variables).
Girls = Track 1 - Both Parentsin Home -

No.  No. IS Comp. AV .Satisf., PR e TR' R’ 1% 154w
L. 127 7 7 6 8 20 L 2l 30 .5 2
24 130 L 6 6 8 11 12 23 25 L 5
3. 135 L 6 6 6 13 19 32 23 .5 7
he 148 L 6 5 6 12 12 24 12 6 6
5. 157 6 6 5 6 16 20 36 31 6 6
6 160 6 6 5 6 18 16 3 2 L 8
7. 169 8 8 5 b b 2, 38 3 5 8
8, 167 1 6 5 6 13 20 33 28 L 7
9% 17u L 5 5 & 19 18 31 3 7 8§

0. 186 L 6 5 6 13 29 L2 38 1 10

1. 1% L 6 5 6 9 8 17 19 '3 2

12, 102 3 5 6 8 13 11 24 24 N
Girls - Track 1 - lMother Only in Home

13 11 7 1 6 8 15 1 29 28 1 6

e 123 5 6 5 4 11 18 29 27 -1 8

18 103 6 7 6 7 11 14 25 15 4 7

16, 223 L 6 5 6 22 1, 36 36 8 b

7. 139 L. 5 6 6 16 17 33 33 6 5

186 Wk 3 6 5 7 19 22 1 36 7 7

9. 18 3 5 5 6 16 20 36 36 L 8

20, 163 1 6 5 8 0 22 36 29 5 7

" 21, 213 5 8 6 6 13 21 34 27 5 7

22, 205 4 7. 6 8 2y 23 47 39 .8 8

23, 215 8 &5 6 7T .1 2 36 27 6 6

2, 21 1 6 1 6 20 34 22 2 10

25. 23h L 5 6 8 16 20 36 27 _ 6 6

(al
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DATA :
RAW SCORLS ON PHEDICTOR VARIABLES
(Parent Variables) .
Girls = Track 3 - Both Parents in Home A - B _st st
No: No. -M5 Comp. AV Satisf, PR .NR TR~ MIR™ 1" 'FR 1
26, 106 5 5 6 6 13 22 35 3L 5 7

NR

27, 152 3 L 2 2 6 19 25 2, 4
; 26, 162 5 6 6 5 19 17 36 3% 6
| 29. 164 5 5 5 7 L 22 26 2 1 8
% o015 8 6 6 6 2 333 33 o
5 31, 172 5 5 5 5 58 13 19 0 2
é 32. 237 5 .6 7 6 11 17 23 20 on 6
§ 33. 188 8 § 5 7 26 29 55 36 10 1
% b 133 3 5 5 6 16 19 35 30 6 7
§ 3%, 232 L 6 5 5 727 34 3L 2 9
; 36, 22, & 6 5 7 17 18 35 24 5 7
% 3. 20 6 6 6 6 W 1 28 U 7 7
§ géflsla9TracE:3_g tother Dn%y nfome \ .
% 39, 131 2 6 5 6 7 15 22 11 3 7
bo. 192 L 6 5 6 15 19 34 25 6. 6
. W7 5 5 5 5 1 18 32 2, 5 5
Le, 15 L 8 5 5 L 20 24 12 2. 10
b3. 19 6 8 6 8§ 18 18 36 2k 57
Wy. 206 2 5 6 7 21 15.36 36 7 5
45, 189 L L 5 L 33 26 i 10
M. 200 L 5 5 5 20 17 37 36 8 L
. 28 1 05 6 1T 816 A 12 L. 8
W, 222 1 7 6 8 2015 3% 31 7 8
b9, 240 6 6 5 6 1 21 33 29 5 7
50, 238 5 6 6 L 7

1 8 24 32 25

?

78




DATA
RAW. SCORLS ON PREDICTOR VARIAELES ..

(Parent Variables) |

Boys - Track 1 = Both Parents in Home . A. B

No. No. S Comp. AV Satisf. PR MR TR* mm® 15%m 15t

53, 180 8 5 6 8 71 613 1 3 3 ‘
52, 113 L4 8 5 8 14 22 36 24 5 7
53, 126 5 7 6 7 12 14 26 28 8 L é
Sh. 1BW b 3 05 4 112 ® 28 kT
55, 136 5 6 5 7 1019 29 20 L T
56. 138 5 6 6 6 18 8 26 15 8 L
57, w3 b 6 6 6 102 3 2 L 7
56, wo L 6 6 7 1 23 31 2 L 8 §
59. 191 6 6 6 6 13 23 36 33 5 7 E
60. 166 3 5 L 3 72 21 36 3 6
61. 220 6 4 L 7 12 16 26 29 3 6
62, 200 L & 6 7 13 22 35 . 24 5 7 %
Boys = Track 1 =~ libther Only in Home ' ‘
63. 1lel L 4 7 L 15 21 36 26 5 7 g
6h. 110 6 7 5 7 17 19 36 33 6 1 i
65, 112 L & 6. 6 10 12 22 16 L L

66, 117 5 1 5 5 10 22 .32 28 L 7 ;
67. 16 7T .7 6 b 1028 3B 36 L 9
68, 121 6 6 5 & i1 21 32 34 3 8 §
69. 231 6 6 6 6 8 14 22 12 L 7
0. 1715 5 5 L 15 21 36 26 3 L

7. 219, 6 6 5 7 10 818 12 .5 L

72.. 18l L 5 6 -8 10 16 ;26 2l 3 5
73. W7 3 5 6 5 102333 2 L 7

he 208 5 6 5 8 21 18 39 25 8 7

5. 8L 6 6 6 & Uy 16 32 26 57‘ 6

73
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. DATA i
Ral SCORLS ON PREDICTOR VARIABLES i
(Parent Variables) o
Boys - Track 3 - Both Parents in Home B
No. No.. IS Comp. AV Sztisf. FR NR. A WTR  15PPR 15Um
76.- 210 3 3 6 5 . 8 13 .21 L. L . 6

77. 207 6 6 5 6 8 22 30 17 3 10

8. 216 L 7 6 6 18 22 Lo 3 6 8

79. 225 3 8 "5 6 16 8 2, 12 8 I

80. 122 1 5 §5° 5 10 1l 2l 1, 5 6

8. 182 5 5 6 L 8 13 21 11 2 5

82 230 5 5 6 5 1, 10 2, 1 7 5 }

83. 203 L4 5 6 21 18 39 38 6 |

8h 150 L 3 6 L 13 1 27 19 L 6

85. 125 L L -2 13 23 3 3 5. 8

86. 227 L 8 L L 0 24 2, 12 0© 12

67, U2 5 5 6 L 12 20 32 29 L 7

Boys - Track 3 - Mother Only in Home ..

88, 155 L & 7 8 2 1.0 12 12 -1 5 !

89. 151 L L 5 2 11 25 36 32 3 ¢

9. 116 6 6 6 5 13 21 3 22 6; 10 ;
9. 1713 L L 5 6 12.12 2, 12 6 6
92. 168 2 4 6 L 1y 22 3% 2, § 1 |
93. 153 1 5 5 6 6 18 2l 12 3 9 §
b 61 L 6 6 4 1 25 3% 24 § 9
9. 217 5 7° 5 7 10 18 26 16 5 9 E
%. 195 6 5 5 7 21 13 3% L -7 5 %
97. 178 6 6 6 8 20 14 3, Wt 7 b %
9. Ll L £ 6 5 19 17 36 34 -7 5 é
99. 126 2 6 5 6 3 29 32 - 21 -1 11 %
1007177 1 6 6 6 18 18 33 2 5 6 :%

%
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DATA
RaiW SCORES ON PReDICIOR VARIABLES
Girls = Track 1 - Both Parents in Houe

No. Number Babtle IAR IAR, TAR TCPE popiwine
Track 1  I-E Total P I Score

1. 127 12 25 . 12 137 29 17

24 130 12 29 i 15 35 21

3. 135 ©o12 29 15 1L 3L 19

Lhe  1L8 1 29 i 15 33 19

5. 157 13 31 17 1 3% 16

6. 160 12 26 13 13 31 15

Te 169 15 32 16 16 28 15

8. 167 12.. 29 13 16 29 1

9.  17h 12~ 30 15 15 29 18
10, 186 .16 30 15 15 28 -, 16
11, 190 15 28 1 36 19
12, 102 15 . 29 L 15 36 19

. Girls -~ Track 1. - tiother Only in Home

13, 111 10 26 13 13 1 21
. 123 15 29 13 16 32 18
15. 103 B 27 13 1 ho 22

6. 223 16 27 13 14 ko 18
17. 139 a 30 W 16 35 18
18. 1 10 28 1 32 - 18 ;
19. 185 13 32 15 17 2k 15 %
20, 163 19 26 13 13 37 - 19 E
21, 213 9 28 12 16 31 19 - ;
22, 205 21 29 15 1 31 1k

23. 215 .15 27 15 12, 35 21

2L, - 21h no 21 30 - 13 17 33 ~19

25, 23L - 17- 30 15 15 Lo 19 .- ,




, - DATA
RAW SCORES ON PREDICTOR VARIARLES
Girls - Track 3 - Poth Parents in Hiwe

No. Number  Battle IAR Ifﬁ IAR TCPE  DES
I—

I-E Tobal
26, 105 22 20 8 12 2, ‘10
27, 152 17 24 12 9 27 18
28, 162 18 23 10 13 25 15
29, 16l 19 1k 7T 7 29 17
30, 165 16 17 8 9 28 18
3. 172 1 2, 13 11 28 16
2. 233 15 20 8 12 30 15
3. 168 18 25 15 10 28 17
e 133 25 22 13 9 20 16
35, B3 22 29 13 16 27 17
36, 22 6 27 13 1 33 19
3, 29 17 27 i 13 29 18
Yirls & eack 3 = bisther Orly in Hone
38, 109 20 27 L 13 .29 - 18
39 131 .. 20. 31 15 16 30 - 17
ho. 192 22 19 9 10 33 .13
. W7 21 2 1 11 30 16
L2, ihS 1 2l 13 11 30 ié
b3, 1o 19 2 13 11 30 19
M. 206 1 27 11 16 27 16
LS. 159 20 23 11 12 23 1
46, 209 15 23 12 11 18 9
W7, 218 28 26 U 12 18 11
b, 222 27 21 1 13 26 7
lo. 20 19 1 10 9 33 2
50, 238 22 22 R 10 12 36 13
7
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o DATA -
RAW SCURLES QN PRL.UICTOR VARTAHLES
Boys = Track 1 - Both P:Pents in ibme

No, Number Battle IAR Iﬁ& IAR TCFE DBES
S s

I-E Total i~
51, 180 18 26 13 13 Lo 17
52, 113 16 27 13 1y 32 17
53. 126 22 2l 13 11 36 16
She 15k 12 28 15 13 30 1L
55. 136 19 25 1 11 38 20
56, 138 2l 25 11 1, 38 16
57, 143 . 10 28 1 1 29 .15
58,  1Lo S 11 32 16 16 28 19
59, 1oL 15 32 16 16, il 16
60, 166 20 19 6 13 28 16
6l. . 220 15 2l 1L 10 29 16
62, 201 8 29 15 14 39 16
' Boys - Track 1 - other Only in Home
63, 101 15 28 i 1 30 19.
64 110 15 27 13 14 32 15
65, 112 6 28 15 137 22 13
66, 117 20 25 12 13 3k 17
67 118 16 3L 16 15' 29 13
68, 121 20, 29 i 15 29 18
69. 231 19 25 1y 11 39 17
0, im 12 25 13 12 3 18
. 219 15 30 16 1 2f 16
72 184 1k 30 U 16 29 15
3. 197 1 30 15 18 30 18
7he 208 19 26 12 29 17
75. 181 13 27 1 13 23 16
17
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DATA .
Rily SCORLS O PREDICTOR VaARIABLES

Boys = Track 3 - Both-Parents in Howme
No, lumber  Battle IAR IA&‘ IAR TCPE - DBS

1-E Total I I~

76, 210 13 29 1. 18 17 7

: 77 207 217 21 11 10 25 17
i 78, 216 137 25 12 13 26 17
| 79. 225 151;"? 2, 11 13 25 1
80. 122 19 23 11 12 28 19

1. 182 12 26 W 12 19 9

2. 23 11 26 1 12 27 15

83. 203 13 19 9 10 26 18

h. 150 ° 25 22 11 11 2k 13

85, 125 19 20 12 8 29 15

860 227 18 25 12 13 28 17

87« 12 16 24 i2 12 33 16

Boys - Track 3 - fother s only in Home

88. 155 12 29 w15 22 9

89. 151 22 24 9 15 27 13

90. 116 13 23 12 11 2 12

91, 173 - 12 23 12 11 31 - .15

92, 108 17 17 8 9 2

93, 153 - 10 29 15 i 2k ~17

e 161 ¢ 1O 27 i1 16 32 . 118

95, ..217 17 286 12 16 32 AT

96, 195 . 20 26 13 13 23 - 18

97 178 7 26 11 15 20 15

98, 1l 0 27 15 12 19 . 13

99, ..128 17 - .25 13 12 31 15

100, 177 lb .27 15 12 20 9
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Girls - Group A

- PaB - S«D CobeeS P-I r-P-P

- ALV

Number
127

L

O

130
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18

157
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169

I
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17k
186
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L
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139
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205
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217
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L
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Girls - Group A
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Girls -« Group B

S-D-  HMwS- -
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A=V

Number
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Poys - Group A

FaP<P

. P=T

P-E

A=V

M-S

S-D

Number
180
113
126

L

L

15k
136

138

143

L

L

140

191
166
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101

110

L
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231
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Boys ~ CGroup B
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Pervap

Results
Inter-Rater Reliabilities for the Student Evaluation Form

Each studenv was rated by two teachers v . “h whom he had
close contacts in the past ‘wo years on classroom behaior
ttitudes and. performance (Lincoln High School,. Graphic
Studery Lvalvation Summary, 1967). An index of behavior
and abttitvdes was established by converting the combined

. totals from.each of.the two ratings into a .single score, .

Calculations of inter-rater reliabilities found between the
two teachers involved in each case are given in Table I,
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| TATLE ¢ _

| INTER-RATLR ReLIABILITIES FOR STUDENT EVALUATION FORM

i School Number of
] ' : Students ;

A 26 oSk

B | L7 93

c L3 096

Dl oyl .88

E 91 91

Total. | 2uh
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Aruitoxt provided by Eic:




Dear Parent:

Your child has been selected to participate in a study of
variables related to the ability of children to succeed in school,

/11 information collected in this research project will be
considered sbrictly confidential, and will not affect youwr cnild's
wlacement, nor his progress, in school. HNimes, responses and
scores will not be used in any publications resulting from tiis
Study . '

Your consent and cooperation will help us gather data that
will contribute positively to the educational achievement of
the children in our school system. Thank you for your help and
consideration.

Please check one:
by ehilds
has

e ' does not have

my permission to participate in this research projects

Parentls signature

Child's name

90
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e AT

CONTIDENTLAL INFORMATION

No. N
Name
Address 4 Telephone no.
Birthdate Age
Honth Day Year
" Fatherts Name Living? ____ ° Dead?

Father's Occupation

Fabher's Address

Motherts Name

Adress

Mother's Occupation

Guardian

Address

Cuardian's Occupation

Number of brothers

Ages

Number of sisters

Ages
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ERIC

Aruitoxt provided by Eic

The IAR Nuestionnaire

Name P B Lo
Grade
Birthdate

Sex - (‘male or ;E‘emale) e e e e e

.- . (ENBRAL. IWSTRUCTIONS: . This questionnaire describes &
nuiber of coumon experiences most of you have in your daily
_lives. These statcments are presented one at a time, end
following each are tiwo possible answers Read the description
of the experience ca reuull,/, md then looL at the tuo answers.
Choose the one that most often describes what happens to you.
Put an X in{ front of that answer, Be sure to answer each
quesuon according to how you really f feel,

. L, at any bime, you are uncertain about -the méaning of
a qubstnon, raise your havd and oine of the persons who pvassed
out, the questionnaires will come and explsin it o yous

‘1. If a teacher pesses you to the next grade, would it probably
be el AY- W4 I ot R

..8s_.because she liked you, or _

___b. Dbecause of the vo Tk _you did?

PR «lnon you do .well on a tesbt.at .school, is.it more likely to be
becausc you studied for it, or

.—-—--—

)

seee e o, Whecause the btest was especilally casy? - - - "

3o - When -.yeu-.have.....trouble.Lmders:oe_ndlng‘— sometiing in-school, is
it usually
a. because the teacher didn't explain it,clearly, or

b, “Hecausé you didn't listen carefully?

L. ‘When you'read a-story-and can't remember-wuch of 1t; is it
usually o
- because the story wasn't well-writiéh, or
b. because you weren'b intercsted in the story?

5. Suppoue your parenns say you ar e d01n' “well in scnool. Is
this likely to happen
a. because your school work is good, or
b. because they are in a good iood?

6. Suppose you did bebiter then usual in a subject at school.
tjould it probably happen
a. because you tried harder, or
b. Decause someone helped you'.'

7. When you lose at a game of cards or checkers, does it usually
happen
a, because the other pleyer is good atb the game, or

h)

b. because you don't play well?
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8s Suppose a person doesn't think you are very bright or clever,
___a, Can you make him change his mind if you try to, or
b. are therc soie people vho:will t.ink you're nor, very
bright no metter what you do?

9. If you solve a puzzle quickly, is it ’
a. because it wesn't a very hard puzzle, or .
b. because you work on it carefully? :

10, If a boy or girl tells you that you are dunb, is it more
likely thet tiley sy thet . .

a. becauso they are mad at you, or .
b. because what ycu did really wasn't very bright.

1l. Suppose you study to become a teacher, scieatist or doctor and
you fail, Do you bthink s would happen
a, because you.didn't work hard enough, or .
b. because you needed soime help, and other people didn't give
it to you?

12, When you learn sonething qulc 71y in school, is it usnally
a. because you paid close attention, or '
b, because the teachier explained it clearly?

13« If a teacher says to you, "Your work is i’lne is it
a., because you did a good job, or ,
b, ‘~something teachers usuvally say to encowrage punlls"

1. Hhen you £ind it hard to work aritlmietic or meth 131*9151@1‘.15
at school, is it '
a. because you didan't study well enough before you tr
them, or
____be because the teacher gave problens thal, were too hard?

15, %When you forget something you heard in class, is it
a. because the teacher didn't explain it very wcll, or
b, because you dldn' try very hard to rcmember"

16, Suppose you weren't sure cbout the answer to a ques'bion
your teacher asked you but your answer turned out <o be
right, Is it likely to happen

~a, because she wacn't as particuler as usual, or
b. because you gave the best answer you could think of?

1T7e When you read a story and remember iwost of it, is it usually

a. because you were interested in the story, or
b, . because the story was well-written?

18, If your parents tell you you're acting silly and nob thinke-
1ng clearly, is it wore likely to be

a. because of something you did, or
b. beca.us”e they happen to be.feeling cranky?

93

99




ERIC

Aruitoxt provided by Eric:

254 Suppose you-became a famous teacher, scientist or doctor. ..Do..

19+ “then you don' t do well on a te5u at school, is 1t
"a. because the test wes especially hard, or -
b. because you didn't study for it? .-

20, When you win at a game of cards or checkers, does it, hapipen
a. because you plsy real well, or :
b. because the other person doesn't play well?

" 21, If people think you're bright or clever; is it

a. because they happen to like you, or
____be Dbecause you usually act that way?

22, If a teacier didn't pass you to the next prade, tmuld it
probably be ' -
a, because she “had it in for you', or
be because your school work wasn't good enough?:
23e Suppose you don't do as well as usual in a subject at school.
Yould this probably happen
a. because you weren't as careful as ucual, or
b. becouse. sowebody bothered you and kept you ;rom‘nork1ng°

»

Zh. I a boy or girl tells you that you are bright, it is usually
a. because you tiwought up a good idea, or
b. because they like you?

you thinlk this would happen
a, because other people helped you when you heeted it, or
b. because you worked very hard?
26, Suppose your parcnbs say you aren't doing well;in your school
_work, Is this lilkely to happen wore
a, ... because your work isn't wvery good, or
b. Dbecause they are feeling cranky?

Y

27+ Suppose you are shouing a friend how to plaJ a .gaime and he

has trouble witi it. Would that happen
a. because he wasgn't able to' understond how to plgy,_or
b, because you couldn't explain it well?
28, When you find it easy ‘o work arluhnet ic or maﬁh‘problems
at school, is it usually '
a. because the tescher gave you especia lly easy‘problems, or
___be. because you studied your book well before you tried them?

29, hen you remember something you neng in class, is 1t usually
: a. because you tried hard to remember, or :
Db bccause the teacher explained it well? '
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30, If you can't work a puzzle, is it more likely to happen
a. because you are not especially good at working puzzles, or
b. because the instructions weren't written clearly enough?

31, I7 yowr parcnts tell you that you are bright or clover, is it
wore likely

___a. because they are feeling good, or
be because of something you ¢id?

32. Suppose you are explaining how to play a game to afriend and
he learns quickly. linuld that happen iore often
a, because you explained it well, or

_____b. because he was able to understand it?

33. Sunpose you're not sure about the answer to a question your
teacher askes you and the answer you give, turns oub to be

wrong. Is it 1ikely to haopen

a. because she was more particular than usual, or

h. because you answered too quickly? :

3. If a beacher says to you, "Try to do bebter", woyld it be

a. because this is somcth,Lng she 1.11ghb g ‘y to get pupils
to try harder, or

b, Dbecause your work we sn't as- good as: usuaJ.‘7

———
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BATTLE'S CHIIDREI'S PICTURE TEST OF
INTERN:.L V..RSUS LXTERWAL COHTROL
OF RuINFORCL:4siT '

How come you
were finally l

allowed to
stay up
later?
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“ ., U OENT EVALUATION

: ‘LINCOLN HIGH SCHOOL .
: : : "SAINT LOUIS, MISSOU RI !

Student's Name Advisor _ : - Date i
Oozmmmwod . » . Teacher Making Report’ _
INSTRUCTIONS: Please Place A Check Mark (~~) In The Box Above  the Description Which
i You Feel Most Closely Describes The Student. : . :
mmwaZMHmHﬁHe% wmzchwhbhe< - RELIABILITY ..~-S!Ld !
i ' R o A s
omdmwmmmh neglects ! meHmUHm on most Reliable and “meSsHmde by M“
promises and obli- 1 occasions, Has i punctual; Smem_dmmwoDMHUHHHd%“
gations, WNeeds con-] to be prompted | uw tinme Homd U%"msm carries_ it |
stant .supervision. !} some. 1 absence, Will- well, even “
. ) i\ ing to assume h"szmd difficul-!- C .
e ' } obligations. "!ty. Always:ion L. o =)
No chance to observe] ! . . AV bime, oo ! —
the foregoing [ . T : X
Attention " o | . ! o
' 1 - [, JRU—
— I s e R
M Highly distract- i Finds it very &Mw Gives nor- H Becomes | Can focus
4 ible. Constant- i hard to com- ' mal atten~ . | extremely - ! on task
: ly shifting at- 1 plete any job, | tion to 1 absorbed in v indefinite-
M terntion, i i ‘specific | his work. Py,
: : ' things. ' !
1 No- obmsom to observel ! ! !
. the wodmmOHDm [ ____Jv. i o SR
RS
&l
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OOEWBH>ZOM

—

o@mﬁu% TOdeHm
to authority.

No oﬁmﬁom do
observe “the

foregoing i___] :
COOPERATION . .
R |.||l ) 1 ﬂl..nll|~ 1
Extremely un- . | Antagonizes :
cooperative.. | others. Op- "
Obstinate. Ut- | posed to group
terly unable 1t activities, 1
to work in a | Tries to get !
group. | the easiest '
No chance to 1 job, T
cbgeérve the s : “
foregoing [T ' ______
INTEREST
. v_wl' . “ —
o R
Extreme lack | ‘Lazy. Com-
on industry.. l.pletes some:
._. .- s .
POELIES e
little or no H
work, '
Mo chance to ]
observe the N : :
foregoing imed o con e sssm i
PARTICIPATION .
P 1 e P b
X L |
.mmwmw% mL.5m<mw“ Considered “
talks, "A lonerl rather
No chance to guiet, “

observe the

foregoing [__]

L]
Inclined to
be critical
of authority.

..@Swﬂmm work
.done,

[
Usually ac-
cepts author-
ity.

e m

demHH mwmmn

able., mmBmeHH%

2»HH~5® £6 help’
and carry own
share of work.

Gets TET

but no-
more,

. ,w....lt’b
omwwmmm.SHm
share. of--class -

mwmosmmwoz.

.teamwork,
"Always

il
Shows re-
spect for
opinions of

~authority..

Happy in.

agreeable.

Steaay | .
worker. oam
casionally
does more
than re-
quired.

mdeHowﬁmdmm
more than
mosydv.

- o . -

.||||._ .
‘Bxtremely in-

__]

Never ques-
tions. Re-
veals utter

acceptance of

all authority.

L1

Eager to do

more than re-

quired. :Always
carries own

‘share of’ load.

Works well with

-others,-

119

dustrious. Eager. .
Constantly en-
gaged in any ac-

“tivity undertaken.

Usually does more
than required.’

bHim%m wants to
participate.
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v
N

K
i

.. 7 . . i
Alwa¥s a i Tends wo

follower, i follow, Pre-
Never takes 1 fers plans
initiative, | of others.
shuns respon-

sibkility.

No chence to
observe the

will take = -
responsibility

if agked. Leads

]

]

[}

]

1

1 N

t ‘in minor ac-.
} tivities.

| A

1
§
H
1

HE—
‘0ften shows
initiative.
Arouses en-
thusiasm.
Tends to be
a leader.

L1
Good -judgment.- -
Accepted by
others as a
genuine leader.

£0BAZOINE ok i eecem e e pmmmmmmm—me e mmmmem—o——me——— o e e

QUALITY OF COMPREHENS ION

e ¥

) -3 i A
HighIy 1llogiéal}Frequertly
No chance to “Emew errors
observe the _ _ 1in thinking.

mommmpwwm--wuﬂu-r
RATE -OF COMPREZANSION

dmﬁmHH% WHos Plods”

in his think- o
ing.

No chance to
observe the

foregoing [ _ |
AGGRESSIVENESS 1 ]
B 1 feem
-
Never stands Usually gives
up for self- S iin.

"a door mat."
No chance to
observe the
foregoing

i1

1 S

! __t

| 'Fairly care-
“”wﬂw,wmmmosmw.
V- ;

: [
Average

speed in -
thinking.

Backs up
opinion,
Can yield
when nec-.
essary..

- W .

]
]
]
]
I
]
I
t
1
]
]

Exceptional
regsoning
ability.

1
‘Usually
fast
-thinking

105

111

Hard headed.
Pugnacious - -
in making
‘his point.
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DEFENS [VENESS

(Negative waddowms As Behavioral Trait)

e ———

006mumdmsdw< un-

duly o%wdwomw.
No chance to
observe the

foregoing =

mwmoccdmbehoz

s ..

Hommmmlﬂwws an-
xiety. Life an
unending worry.
No chance to
observe the
foregoing [ 1

SELF -C OMMU} HQPHHoz

S
Complete re-
fusal to
discuss gelf.

No chance to

obhserve dSm A

e

foregoing ¢ t .

l'l'*l-l.l.l.l.l.ll..ll.l.l ||||| -

'EMOTIONAL, STABILITY

-y

Very emotional,
[

Ar sthetic, -

Nec chance to

observe the

wo%mmowsm I

: S JUSE P
! OOmmwosmHH% | Will some- |  Never heard to
;, unduly cri- | times com~ ; criticize nega=-
) tical. , ment nega- | tively,
! “dw<mH% on | : .
] i faults of 1. .
Lo ' others.. : .
. '
_ - — llllll - = e . oy
v Vo v
{ Worries | Worries ° | WNot one who
\ often. Too !only when | 1is apt to
t frequently 1 he should. 1 worry.
| expects the N
I worst. ! !
1 1 1
1 3 e e e e e
1 1
R 1 [P i s, "
R S| H I ' ]
4 Information Helpful and | Headrl
| about self | fairly free | gives in-
“ must be dug ; in discus- ! formation
1 for, t sing self. 1+ about self.
“ a "
A ]
. ] - . .n -
. 1 S Sy
- I S B | .
i — o _
Excitable Usually well] Well |
— “ balanced.
]
!
}
1

|

e e e e TR e s o e o o e e s e =t o e e e W e o g e A o ey e e

[]
1
]
1
1
1
1 .
.“Umwwdomm.
1
i
]
]
]

[
i 1

{ H

i i

i ey

i

_20 worries
“lever. Com--
_@Hmde%

_om%mW%mm

N
106

No reserves,

msuo%mdmwwl
ing about
self,
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POLITZNESS

m:;!4
Grossly dis-
courteous and
inconsiderate.
No Chance to
observe the

foregoingi___ |

SOCTAL CONCERN

N
Anti-social
behavior.

No chance
to observe the

B et

(i
Occasionally
discourteous
and inconsid
erate,

{_ i
Aware of
basic social
convertions.
Usually
observes them.

T

e e

Courteou

>H&mwm polite.
Exceptionally

courteous.

Indifferent,
no feelings
for others.

N |
Occasionally
shows con-
cern for
others,

C

ﬁ%meMMW.
person.

» —— e

\* N 3
ea—— et

Shows marked
feelings of
empathy. .
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-ZOCTIAL ACCHEPTANCE

S
Rejected by all.
No chance to
observe the

foregoing *

most.

e

Poorly
groomed.

No chance to
observe the
foregoing [T}

PERSONAL APPEARANCE

Well groomed
but inappro-
priately
dressed.

Varies with
conditions.

_I'ix_-

Readonably
well- groomed
and appropri-
ately dressed.

s v e

L—| .

Well groomed
and appropri-
ately dressed.

issw ~
” ~;w,;w | S
well liked

by all.

B e
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Parent Reaction Questionnairs

1, Instructions to Parent

We know that porents react o their children's abilities,
interests and performances in meny differeant ways. ' The type of
activitv‘in which the child is engaged nakes a difference in how
parents react. For cxauple, the way a parsehiv responds when the
cnllu tries to build something mechanical often is quite difw
ferent from this parent!s respoinse bo his child!s reading skill,
: Somebimes the way. parents react to their children is different
b from the‘way tiney feel tihey should react. it prcoenb ve are
interested in finding out wore akout how parents really do
react toward their children rather than what parents ieel they
should do. :

The purpose of this questionnaire is bo learn more atout
your reactions to your child's activities in the intellectual
area, which would 1nc1ude such activities as reading, spelling,
aritimetic, léarning, studying and remembering,- - - .

: To wmake it convenient foxr you, We have described a num-
ber of everyday situations involving a parent and child. TFor
; each of these situations we have listed a number oi ways a

g’ parent might react, . c:ample.

. vhen X became tired from playing sports outeide

a. I did not interfere.

be I made him take a nap.

1l co I encouraged him to do something else. -
I
I

—2

: . ds I became annoyed with hiin.
3 X _ € told him he needs moré practice.

Read the description of the situation. Then from the
statements waich f011OW’4t, select the one which best describes
the way you have reacted to your child in 51m11ar situations,
Place a 1 in frony of that stab ement, N:th, select the state—
nent wnlch describes youxr second fost ususl reaction and place
a 2 in front of it, If -wv ol the additional statements de-
scribes ways in which you heve respoinded to your child in °
similar situations, place an'x in front,of it.e T b

: Lt

3 the alove example ig marked indicab es that. the parent usually
: _ reacts in the mammer described by sentence c.; that the next
wost usual reaction oi the parent in thav type of situation

is described in sentence’a. and that the parent also responds
in ‘the manner described in sentence e. at times,.

If your child has ncvor been in the type of 51ouat10n de-
scrlbcd, place an ({) in' front of the number of that situation,
omit it and continue with the next one, Remember, be sure to
indicate what you really gg and not whet you blhink you ought to dos

108 W
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2., Intellectual Area

1. When X showed improvement or did well in a school.subject
‘a, I -cve him (:ov) a hug or kiss or expressed my affection
for him (her) .
De I told him (‘“l‘) ae (:’;’he) B -rnr&r well in ‘that subject.
ce 1 told him (her) I would like him (her) to work harder
x in his (her) other subjects too.

de I said very little about: it.

e. I told him (her) that he (she) is showing good scholastic

ability. o

« I told Lim (her) that he (she) could still do better,

ihen X began to tell me akout something he (:h€) had
learned in school.

a. I listened but didn!'t say much.
be I talked with him (“er) ond showed intercst in-what he
(she) was saying. .
ce I told him (er) that I was pleased that he (she) under-
v gtood the material,
d. I told him (her) thab he (she) seeied to know. vhe mater-
ial well.
* e, I explained the things discussed in scnool uhat he (she)
© didn't COu@%ete1j vnderstand, =
*, I told him (her) that he slie) needs to pay closer
attenulon to the teacher's explanaulons.

I
© 3. When X.brought nomc a lOU rrrad.w., fronm scnool

a. I esed hin (O D“) i he ( she) rot the 1oU oradc.
ba I told him (her) “het I was afhoved. P .
. Ce I didn't say anything about it,
e Iuﬂdhhlhﬂﬁbﬁuhﬁ:mw)oﬂmrnawswweww¢

L e, I told him (her} that he (rhe) needs to improve.
fo. L told him (her) the grade wasn't too bad and thay he
(she) probably would do better the next time,

o When X didn't conpletely understand gometnlng I was
exrlaining or teaching hin (her)

_h
a, I pot impatient and spoke a little sharply.
b, I lct the matter drop.
c.. I corrected hin. (her) and explained it in a Simpler fashion,
ds I told him (her) to listen more carefully. T
ee I told him:(her) that he.(she) seemed bo undershand nost
of it clearly.. . X
I told him (her) it didn'®. mauber and that I ”ﬁLJd explain
it later, and that I'm sure he (s1o) would uncerstand.,

=
L ]
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“hen X was-doing school worl at home

I told him (her) I o= very pleased with his -(her) progress.
I showed him (her) some of his (her) misbtakes.
I told him (her) to try to work harder at it than he (she)
did before.
I was too busy to pay muci attention to what he (she) was
01n

de him (her) I e glad he (she) is inberested in his
(nnr school 'ror’.:.

ihen X read sor-.mthi‘-ﬁ.g out loud

I suggested tnat he (she) practice wmore.
I didn't say anything,

I {vold him (hO.L) thet he (she) is doing very well.

L1 ston\,d and telxed with him (her) aoout the material
he (sw J had read.

I corrected his (her) errors and snoued hit {her) now
to improve,

r

“ihen X was a little carcless with his (her) school worl

I didn't say envthing.

I told him (hevﬂ) I was disapwointed in him (her),

I picked out those: things he (she) did carefully and told
hiim (ner) that he (sho) did a good ,]OD on those.

I told hiwm (her) thet his (her) work was pocrer than usual.
I surzested that he (she) work harcder on it.

I showed ain interest in what he (she) was ¢uing and asked
him (her) to tell we about ite

lihen X recited or showed %,at he (she) romombefed iost of
the jnformation thab he (she) had been btaugib soime tie
ago (such as a story, poei, or soie genera al inTormation)

1 told him (her) he (she) should try to learh the rest of it.
I cowmented on how’ rood his (her) aewory is.’

I told him (her) he (she) did fine.

I didn't say anytning about it.

I told him (1or) I was very pleased and expresséd affec-
tion to him (her).’

I told him (lﬁer) I was sorry ne (she) couidn't remeuber

the rest of it. . ,

lihen X linished his (her) school work very quickly

I told him (her) I'u pleased that he (she) ccn do the
worlk so ;a.,b

I told him (her) that I'm happy he (she) ca tches on to

things so quickly.
T dldn't coument on that,
told him (her) re (she) should spend sore twime on his
her ) work,
told him (ber) that's fine.
I told him (her) that he (she) prabably ould forget

the i:aterial Lecause he (she) did it so fast.

110
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checked

tihen X wanted hi's (her) homework

I told him (her) that he (she) had done ¢ good job anc
that I would show it to his (her) father (mother),

I found his (her) wmistakes for him (her) rnd made him
(her) correct them.

I told him (her) I thought he /she)
better.

I praised kim (her) :
correctly.

Since I was busy, I told him (her) to ask

showld be able to do
“or the tiings he (she) had done

nis (her)

- father (mobher) to check it.

“jhen X asked me ©to explain some information to him
(her) or give hiwm (her) the meaning of a word.

I suggested he (she) csk his (her) father (mother).

I first asked him (her) what he (she) thought and then
corrected him (her). _

I told him {her) that he (she) needs to learn how to
f£ind out such things for himself (herself ),

I told him (her) that he (she) catches on o things
very qua_cklj. o ‘

I told him (her) I was glad he (she) was interested
in learning new tihings.

“jhen X said something that indicecied childish reasoning

I told him (her) that he (she) was wrong and was being
childish.
I corrected him (her),

I told him (her) o think about the matbter more caree-
fully.
I didn't say anything,.
1 told mim (her) that I was glad he (she) was 1nbcrested
in the subject,

I told him (her) he (she) was clever and imagina ative to
be able to make up sometiing like that,

11
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. P = Positive
N 2 Hegative
-Heut =

Neutral

Scoring System for the
Parent Reaction Questionnaire ’

® .
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| . Scoring System for Parent ideaction Questionnaire -- Appendix C

e have used btoth a weighted and an wmweighbed scoring
nethod and get very similar prediction from the two. Iowever,
you may wish to ,try both, The following are the directions
for the total PRQ instrument. You can adapt -theimn as necessary.

Subscores are ¢btained for each of the four areas: ine
tellectual, physical shkills, artistic and mechanical,  One of
these may.be used separately to predict a dependent variable

"in a varticular area, or they may be swmed o get e generzl
parent reaction measure, for either the weighted or unweighted
wetihod we disre"arded responses which tne parent merely checked
and used only Lhose ‘or TlLCh he gave a "1 or 2 rank.

Unveighted method (for each area):

Positive rcactivity, ' Count the number of times a parent
gave eitheir a 1 or 2 rank to a positive response (see key).
Divide this sum by 2 tiuwes the number of itews-out -of the 12
that the parent answered- (because tiiis is the total nwiber .of
positive responses he ggg}d have given, considering those situ-
(* ations in widch his child nas had experience), ior example,

. : © if parent answers 10 of “the 12 iteus, divide the nuaber of
' positive responses he gave by 20." '

e

Nerative reactivity., Repeat above for negative responses.

Total reactivity for ecach area. This is sort of general
parental responsiveness, aisregarding praising or critical
direction of ‘the responses, Suin p051u1ve and negative reactivity.
As is apparent, this will account for all overt respollses, put
leave out neutral non-responses. .

. HWeignted method: Lo .

ey

Do. as above ezcept welgzht a rand of "1Y .given by parent
as 2, and a rank of "2" given by parent as 1. Divide sum of
weilghted positlvc responses by 3 tines the number out of the 12
items-that the parent answared (Amain, if the parent hapvoned
to answer 10 of 12 items, the divisor would be 30, ) Divide the
negative weighted sum by tne saiie: denominator, -

AP T
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Parent Reaction Muestionnaire
i : 1. Instructions to Parent

: From last year's interviews uith parents, we learned
; that parents react to their children's abilities, interests
; and periormances in weny different ways. We also ;ound thet
: the type of activity in which the child is engaged mckes a

! difference in how parents react. Tor exaiple, the way o parent

: responds when the child tries to build somebhing iiechanical

{ often is qulte aifferent from this parent's response to his

: child!s reading slill, OSometimes the way - parents react to .
‘ their children is different from the way they feel Lnev should

react, 4t present we are inveresved in finding out :ore about
how parents really do react toward their ciildren rather than
what parents feel tuey should do,

The purpose of uhis questionnaire is to learn more about
i your reactioins to your caild's acb1v1u1ﬂ° in tae f.ur gensral
o areas whech we discussed previously., These areas are: (a) in-
tellectual activitics (rcaalnn, spellln", arithmctic, Leavnlnb,

remenbering, etc.); (b) OHTSLCgl skills (sports, rwming

>3

i . CllﬂbLng, blcvclyrlulng, ebc. ) (c) artistic activitics (draw-
; ing, wainting, clay .odeling, muslc, draimatics, etcs); and
; (d) wechenical activities (wood-work, metal work, using tools,

sewing, weaving, elc.).

To make it convenient for you, we have described a number
of everyday situations involving a parent and c¢hild. For each
of thesc situations e have lLSued a-luﬂber of ways a parent
might react, For ekample: ’

g g e

When X became tired from playing sports oubside

2 a, 1 did not interferes

be "I made him teke & nap,

1l ce I encouraged him to do sowething ¢lse,
d. I became annoyed with him,

X @ I told him he needs iorc practice.

Read “the dcscrlyblon of the situation. Then From bhe
stateinents wiich :olloW'Lu, select tire one which best describes
tie wey you have reacted %to your child in 51m119r “eituations.
Flace a 1 1n front of that stetement. iext, select tiue stabe-
ment whicil describes your secoid lost usual’rcaction and place
a 2 in front of it, If any of the additional staboivents de-
scribes ways in which you have responded to your ciild in

siimilar sivuations, place an X in front ol it. The way that
( tne above example is mariied indicates that the parent usually
reacts in the manner described by sentence c.; that the next
:0st usuel reaction of the parent in that type of situation
is described in seuntence a.; and that the parent also responds

Aruitoxt provided by Eic

; . in the neamer dascribed in sentence e, a2t times,
- 11k
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If your child has nsver been in the type of situation
dcscrlbod, place an (X) in front of the number of that 51Luatlon,
omit it =nd continue with the next one. Rémember, be sure to
irdicate wlat you really do and not what you tnln you ought to do.

2. Intellectual Area

l. %When X showed improvement or did well in a school subject

Pa. I gave him (her) a hug or leS or xpresséd iy affection
for him (her). .
P b, ‘I told hiu (her) he (she) uld very well in that subject.

Ve, I told him Sner T vould lile him (her) to work harder
— _in his (her)} ouher subjects too.

neutd, I said very littls about it.
Ve, I told him (her) that he (she) could Su;ll do better.

« I told him (her) that he (she) is shouin-, good scholastic
ability. .

2. When X began vo tell me about wzomebhing he " ¢she) hed
learned in school.

‘neuta. I listened bubt didn't say iuch.

P.be I talked with him (her) and showed 1nuercub in wnhatv he
(she) was sayin

Pe, 1 told him ( her% that I was Pleased that he (she) wder-
- stood tihe maberiai.

Pd, I told him (her) that he (she) seemed to 'now the naber~
- 'ital well.
W e, I explained thc things discussed in school bhat he (she)
. didn't’ coupletcly widerstand,
. T told him (her) that he (she) needs to pay closer atten=
. tion to the bveacher's explanations.

~

3.. When X brought howe a low grace from school.

ad@dhnnﬂmﬂ*myhc(dm)gﬂ the low- grade,
“told hiin (her) that I was annoyed. .

didn!'t szy anyuning about ita

told hrim (her) mm,ms(Mr)oma*ymhswwegwm
-told him (her} that he (she) needs to improve.

told hinm (her) the vrade wasn! t oo bad and that he
(she) prabably would do better the next time.

3
P
o
cr
(o]
.

L. When X didn't completely under stand gomething I w
explalnlng or veeching him (her)

got impatient and spoke a 1lit tle sha rply.

let the matter drop. RS

corrected- him (her) and explained it in a. siumpler fashion,
bold him (her) to listen more carefully.’ '

told him (her) that he (she) seemed to understand Wost of
it clearly. - ’

P f. I:told him (her) it didn't matter, and bnut I would explain
<1t later, and that I'm sure he (she) weuld understand.

15
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P a,

i b,

H c.
neut.d.
P e,
6.

N a.
neut.b.
P c.

P d.

N e,
Te
neut.a.
W Db,
P c.

M d.
1‘1 Ce
P f.
Be

N a.
P b,

P c,
neut.d,
P es
N f.

9
—‘—-———P a.
P *b.
neut, c.
SN d

P e,

\j .

When X was doing school worl abt home

I told him (her) I am very pleased with his (her) progress.
I showed him (her) some of hie (her) mistakes.

I told him (her) to try to WorP harder at it than ae

(she) did before.

I wes ©oo busy to pay fmach attcnblon to wnﬂb he (she)

vas doinge. o
I told nim (her, 1 am glad he (she) is 1nterested in
his (her) schocl work. » -

then X read sowmevhing out loud '

I =uggested that he (she) practice more.

I didn't say anybthing. :

I told him (her) that he (she) is doing very well.

I listened and talked with him (her) about the material
he (she) had read. :

I corrected his (her) errors end showed him (her) how
to improve. oo

When X was a litvtle careless with his (he;) school work

I didn't say anything. :
I told him (her) I was disappointed in him (her)q

I picked out those tihings he (she) did carcfullj and
told mim (her) he (she) did a good job on those.

I told h.m (her) that his (her) work was poorer than usual.
I suggested that he (she) work harder on it.

I showed an interest in what he (she) was doing and aske
him (her) to tell me akout it. .

When X recited or showed that he (she) remenbered uost of
the information that he (°he) had been taught soile time
ago (such as a story, poen, or some gcncr‘l information,)

commented on liowgood his (her) HENOTY Se
told him (ner) he (she) did fine.
didn't say anything aboub it.

told nim (her) I was very pleased and C\prOSSOd affec~-
tion to him (her).

I told him (her) I was sorry he (she) couldn't rcmcmber

HHHHH

“the rest of it.

When X’xlnlsned his (her) school work very;quickly

I ©old him (her) I'm pleased that he (she) can do the

‘work so fast,

I told him (her) fthat I'm happy he (she) CCUCHCS on to
things so qu¢ckly.

.I_dldn't comilent on that. :
“T *told him (her) he (she) should spend morc tisme on his

‘(her ) worlk. . )
I told him (her) that!'s fine.- -

I told him (her) tnat he (ahe) probale would. forget the
material bhecause he (shc) did it so fast,.
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10, When X wanted his (her) homework checked

P a. I told him (her) that he (she) had donc a good job and
that I would show it to his (her) father (mother).
N be I found his (her) uistakes for him (her) a=nd wmade him
(her) correct them. '
» § yeo I told hin (heL) thought he (she) should be able to
' do better.
P d. I vraised him (her) for the things he (she) had done
correctly.
neitte €. Since I was busy, I told him (her) to ask (her) father
(mother) to check it.

11. When X asked me to explain some information to him (her)
or give him (her) the meaning of a work

|

_neuta. I suggested he (she) ask his (her) father (wother) about it.
W be ‘I first asked him (her) what he (she) thought and Shen
corrected him (her),
¥ c. I told him (her) vhat he (she) needs to learn how to find
out such things foi himself {herself ),
P d. T told him (he*‘) that he (she) catches on to things very
. quz.cl’ly. - -
P e. I told him (her) I was glad he (she) was interested in
"learning new things.

|

12, When X said something that indicated childish reasoning

a. I told him (her):; that he (she) was wrong and was being

_ childish. _
- N b, I corrected him (her).
W c. I told him (her) to think akout the mat‘ber more carefully.
neut.d: I didn't say enything.

P e. I told him (her) that I was glad he (she) was interested

“in the subject,

P £, I told. him (her) he (she) was clever and imeginative to

be able to male up souething like that,

1t
i

l
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viothers' Attitudes Toward The Achievemcnt PBehaviors Of

Their Children
(Fels Research Institute Lvaluation Tori)
TWTELLLCTU L ARLny COLEBET.NCE

Ve would like yoli “to evaluztc your- child's competénce in
academic and intellectbuel tasks in cowmparison with.other
children his age (including. such things as reasoning, learning
ability, iwciory, reading, spelling, arithmetic, and other
foruwal school subjects.,) On this sheet there are.eight dif-
ferent phrases describing levels of competence, Let's read
thein carefully. To the left of these statoments is a line.
Put an X on the line at the point that best represents your
Judgment of your child's intellectual coupetvence. .

Does exceptionally better than others his age.

Is much more coupetent than otiers his age.

Is moderafely'more comﬁetent than others his-ége.
Does sligntly bebter than others:his age. -

Does slightly worse than others his cge.

Is woderatvely less.compebent thén others his agee
Is muchvless competent wvhen 6thers his age;

Does extremely worse than.obthers his age.
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INTELLECTULL snxiv:  wINTHAL STelbD.RDS

Now we would like you to indicate your minimal standards
for your child's performance in school work and other intel-
lectual activities, The phrases below indicate levels of
conmpetence of performance, Make an X on the scale at the noint
whicii best represents the level oi comuebence where you would
begin to feel dissatisfied with your childls performence. In
other words, how poorly would your child have to do Lefore you
would begin to fecl dissatisfied? C

Does exceptionally better tinan others his age.
"Is much more competent than others his age.
Is wmoderately more competent than others his age.
Does slightly better than others his age.
"Does slightly worse than others his age.
Is moderately less competent than others his age.

Is much less coswetent than others his age.

Does extrenely vorse than others his age,

1n9
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INT.LLLCTUAL AR SATISI:CTION-DISSATISFACTION

“Nextt 'we would dike you to indicate how. s: atisfied or

dlSS&ulSlled Jou are with your child's performance 1n scilool
subjects and other mLellecl,ual activities,

am slightly satisfied with his perforaance,

am cowpletely sabisfied with his performance, -

am highly satisfied with his periormance,

am moderately satisfied with his periormance,

am sligntly dissatisiied witn nis periormence,
i) moderately dissatisiied it his performance.

ain highly dissatisfied with his performance.

am completely dis satisfied with his perfornance;
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IHTEILECTUAL AfinA:  THPORTANCL

This time we would like to Lnow how important you feel
it is for your child to do well in academic anc intellsgtual
subjects and activities. .

"It is extremely importent to me that he do -rell.

v 1** %r.ery important to e 'i‘;hat he .do x;r.éll.
| It is somewhat important to wme that he do well.
It is sl:.)htlj,r.meortant td Ime that he do_I-Jeli.
It is relatively unimportant- to -me-that he do wells
- - It is-completely unimportant-to me that he do well,
o etee = oy e 121 T - -

ERIC | 127

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

GRoPHEC STUDLHT BVALULLTION SU.ie3Y

Naie

No. of Teachers Reporting

1lst -~ Red.

< ..2nd ~ Blue

Ird - Green

% - Items Used for Teacher's Composite Positive Evaluation :
; . + { i
i i o | " Below | ivers . Very |
) ! Low T ~ 7 Above; L
: Comme Av, | age; .+ digh
e ! j i
#Responsibility | s’ { B
! H i
fr— ! ; 7
#ittention : i :
. i .
2 - . } J[7. H
Compliance i i ' :
‘ ; l I H
#Cooperation ‘ L :
' i L
“Interest i : 5 !
| ; ! j
o . { ; é
#Participation ! i :
: ! ! . i
. . ] | f '
#*Leadership : ) :
; i : 1
i Nuality of Comp. : ;
| —t
" Rate of Comp. i
*Aggressiveness !
#Defensiveness :
Preoccupation j :
| - !
1 [ ‘
#Self~Communication | f ; i
d i !
N
Y} 3 0 » . 1 ' '
“Emotional Stability : : : i
. : ; :
Politeness , ' j
— ;
Social Concern : “ x !
} i H
. AT 3 i
Social Acceptance ) ! : !
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GRAVHEC STOL..wT BVeLULTION SUil.snY

Waine 1st - .ited

No. of Teachers Reporting ond ~ Blue

3rd - Green

3#* - Items Used for Deviant Behavior Score

H H 1 1

! . L . : HE. it ‘
! P Mo i joy | Below} Aver-. . ibove i Very
; ; Comm. 1 . Avej age ; Av. Lifigh

#Responsibility X j :

s#4ttention ; i : i

L v | ! )

i . ] : J

: Compliance : f :

. ; i ' !

#Cooperation ‘ : : ;

: ; Y ? .

i : i
sInterest - S ; } ; ! |
#Participation | o . :

“#Leadership ‘
Quality of Comp. | R
Rate of Comp.
] . ; . i ]
Isthggressiveness § i !
i N ’
i #Defensiveness :
Preoccupation e !
s+5elLf -Communication ) i
- ]
s ‘o i i ‘
#Mnotional Stability : i
’ ' 2
Politeness i
i
Social Concern 4 :
Social Acceptance ‘, !
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Interview 1 _
PARENT INTLRVIGY REGARDING CHIID'!'S ~CHIEVEMENT BEHAVIOR

In this interview there are many things we want to find out
about X, his interests, abilities, activities, ebc. We're also
very interested in your feclings about these and some cf the
specific incidents that have occurred which make you feel as
you do. Wherever you can think of a specific incident that
pertains to the guestion or.illustrates your feeling, be sure
to . bring it up. In answering qucsblons about their children,

it's natural for parents to bﬂlnk in terms of othier children

. as well, We would like you_ to try to think in terms of X

only and tell us your feelings about lim {her), uiless of
course you are rmaking a comparison of X with other children,
‘We ‘also would like you to E¥y to Séparate your feelings, ®tti-
tudes and actions with respect to X from those of your wife
(husband) sinée we will obtain her (his) impression separately.

lie have divided the questions intc separate groups.based
on particular types of activities; for example, sometimes we'll
be talking about sports and physical activities, sometin
school workand sometimes wmechanical and manual. acti
Before starting the questions in each area, I will give you
‘a’ brief” description of the types of activities and skills
which we wish to cover, &b first the questions will be very

. specificand I willask you to rate your impressions of the

feelings about X on scales I will give you. Afterwards we

~will-dikeeuss your rating in detail, end at that time, I hope

you will bring up any of your feclings, or incidents that

--have .occurred which you think are relevant, D

I, Intellectual Area

Let's begin by talking about X's academic and intellectual

.. performance. We.want to cover both the.things he does in

school and those he does at home wlhich involve his intellectual

_and acaderic abilities. We will talk about such things as his

ability to reason, to learn and to remenber. e also will be
talking atout his general schoolwork,

Rating Scales o o l: .

Let?s go back now and discuss +tlhie choices you made s+ o o o s

Le E (obtaLn descrlbblon of chlld's performaince on Wthh
parent bases E)

2. Satisfaetion-dissatisfaction

3. Minimal standards

i, General standards

5. Ay Vi (obtain reasons why the child's participation is
important to the parent)
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Intellectual: Specific Nuestions

1.

2e

3.

L.

A9.

10.

12.

What grade is X in this year?’

How often do you and X discuss his school work (both as far

as content of his subjects and his progress is concerned.)?

a., What things do you usually ask him about?

b. . 7How much have you discussed his attitude toward school
with him? : '

What were X's grades on his last report card? (Elaborate

strong and weak areas, )

a. How did you feel about tihem in general?

b, What did you say to X about his grades?

How well do his grades fit with your idea of his abilities?
(Elaborat.e)
a. Have you discussed this with X? Describe,

Ideally, what kind of grades would you like X to get at the
present time? Why?

Can you describe a time when you were particularly pleased
with X for his school. work? What did you do?

when have you been displeased with some aspect of X!s school
work? What did you do then?

Parents use different ways of indicating their satisfaction.
with their children's progress in school, In what ways do
you show your satisfaction with X in this respect?

Parents also use different ways if indicating their dissatis-
faction with their childrent's school work. In what ways have
you expressed your dissatigfaction with X concerning his
school work?

How far would you like to see him get in his education?
a., What in particular would you like him %o get out of
his future education?

Children often do spend time at home on intellectual ac-

tivities such as resding books, practicing spelling, doing

aritimetic or other problems, etc.

a. Do you encourage X to spend more or Ecrhaps less of his
time on such tﬁings? w do you do ‘this?

be. How often do you and X work on such things tugether?
Can you describe such an incident?

c. How mich effort does he put into any work he does at
home along these lines? What have you said to him about
this? 108
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How do you usually react when X is particularly curious and
interested atout some subject (such as nature, geograply,
history, etc,) and wants to learn more about it? >

" How do you feel akoul parents providing experiences rand

materials for their children to add to what they learn

at school? Why?

a, What have you done in the home to stimulate -and
encourage X!s interest in intellectual activities?

b, Uhat in particular did you want him to get oub of this?

126
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